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This study examined job satisfaction among school 
social workers in three metropolitan Atlanta school systems. 
The study was based on the premise that job dissatisfaction 
may lead to job burnout with negative implications for 
schools, families and communities. Job satisfaction was the 
dependent variable. This variable consists of two broad 
categories: 1) performance related measures; and 2) 
employment related measures. Each category contained three 
dimensions. Six independent variables were selected for 
analysis. Of these, five are structural and one is 
functional. The structural variables represented three 
specific categories: 1) social characteristics (gender and 
race); 2) economic characteristics (education and income); 
and 3) demographic characteristic (age). The functional 
variable was current job site. 
Survey research was employed and statistical treatment 
of data was univariate and bivariate analysis. Descriptive 
1 
analysis enabled the researcher to develop a demographic 
profile of the study sample. 
The conclusions drawn from the findings suggest that 
the majority of school social workers participating in the 
study are satisfied with their jobs. However, one half of 
the sample reported dissatisfaction with promotions 
opportunities, promotion policies and the methods in which 
promotions are handled. A noticeable difference in 
dissatisfaction was observed in the race category. Black 
school social workers reported far greater dissatisfaction 
with all dimensions of promotions. 
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The issues surrounding education, social problems and 
school social work are contemporary, but the roots are 
historical. As a field of practice social work began around 
1906 simultaneously in three cities: Boston, Hartford, and 
New York. The development of social work programs in 
educational settings was rooted in the school's recognition 
of the importance of non-academic factors in the student's 
success in learning, adjustment and growth. The first 
school social workers were referred to as visiting teachers, 
and were employed by outside agencies to work in schools 
(Skidmore and Thackery, 1974). The relationship between 
social work and education became formally recognized in the 
1940's and 1950's when public school boards began to assume 
greater responsibility for financing social work to address 
the needs of students and their families (Winters and Eaton, 
1983). 
Rapidly changing social conditions are now affecting 
the mission, role and structure of schools. Concomitantly, 
school social workers are one of the few resources 
designated to prevent and remediate personal and social 
problems from flourishing into underachievement and 
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behavioral problems in public schools. The renewed interest 
in educational improvement, and the evolving role of school 
social workers, work environment and ultimately the job 
satisfaction of the school social worker converge in the 
worlds of professional practice and policy. 
School social work is a social work specialty "oriented 
toward helping students make satisfactory school 
adjustments, and coordinating and influencing the efforts of 
the schools, the family and the community to help achieve 
this goal" (Barker, 1995). According to the National 
Association of Social Workers (NASW), factors such as the 
size of the school district, the number of social workers on 
staff, their role assignment with other helping professions 
assigned to the school, and the community context in which 
the school is located, create variations in the role of the 
school social worker. Typically, social workers are called 
upon to help students, families, teachers, counselors and 
academic administrators deal with a range of problems that 
adversely affect students. School social workers help 
students to overcome barriers to school attendance and 
academic achievement, promote responsible behavior, and 
intervene in problem situations to prevent the development 
of more serious difficulties (NASW, 1986). 
Gibleman and Schervich (1993) noted that in 1991, 4.7 
percent of NASW members indicated that their primary 
practice area was school social work. In 1992, NASW 
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established a "school social work specialist" credential to 
identify social workers who have met rigorous national 
standards for education and experience in school social work 
practice. Eligibility criteria for this credential include 
a Master of Social Work (MSW) from an accredited school of 
social work and at least two years or 3,000 hours of 
supervised school social work experience, one year of which 
may come from graduate practicum experience in a school 
setting. Additional criteria includes supervisory 
evaluations and professional references; and successful 
completion of the School Social Work section of the National 
Teachers Examination. 
A manual prepared by the Program on Law and Child 
Maltreatment of the Boston University School of Law (1986), 
with funding from the National Center on Child Abuse and 
Neglect, details the many roles social workers carry out in 
schools. The manual noted: 
No other school-based professional is prepared 
by way of training or professional orientation to 
become involved in the student's home and with such 
community systems as child protection, mental health 
and the juvenile court... Moreover, when these 
linkages are made, we believe that the efforts of 
other school professionals will be enhanced ("School 
Social Work 'Not a Frill,'" p. 13). 
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The social work profession has long been characterized 
by its particular perspective on "the person in situation." 
Focusing on the complex transactions between the human being 
and the ecological environment, the profession's mission is 
to improve the quality of life of its clients, enhance 
social functioning, and intervene to make the environment on 
all levels more supportive and enabling. This perspective 
is not only valuable in understanding and helping clients; 
it can also illuminate aspects of the lives of social 
workers (Hartman, 1991). 
However, social work as a caring profession has not 
given very much care and attention to the problems of 
professional social workers in the workplace. Social 
workers are expected to promote the well-being of the 
client, but the well-being of the social worker is mostly 
ignored (Hasenfeld, 1987). 
Scope of the Problem 
This study, conducted in Atlanta, Georgia, was 
comprised of school social workers employed by three 
Metropolitan Atlanta school systems during the 1999 academic 
year. In this study, the author defined school social 
workers in terms of occupational title, and formal 
education. The study describes the school social worker's 
job satisfaction and the work environment in relationship to 
job satisfaction. 
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Statement of the Problem 
Schools, families and communities are experiencing 
rapid and enormous changes. Shifts in family patterns (e.g. 
two career families, single parent families, latchkey 
children, teenage parents, and transient families) pose new 
and daunting tasks for public school personnel. Health 
issues, such as children and parents with AIDS, school 
clinics that distribute condoms, and school based day care 
centers, create a climate for debate. Physical violence, 
shootings related to drugs and popular apparel, and gang 
activities have crept into the schools. The increase in 
minority populations also offers new challenges in the 
school environment. The magnitude of and the solutions to 
the social problems with which schools are faced must be 
addressed by the school social worker. 
Various studies of McNeely (1992), Kiggundu (1983), 
Jayaratne (1984, 1991), Brabson (1991), Buffurn (1987), and 
Arches (1991) acknowledged low job satisfaction and burnout 
as major problems of social workers (Rothman, 1974). 
According to Barber (1986), low job satisfaction, which is 
often referred to as job burnout, was perceived as the cause 
of the frustration and emotional exhaustion of social 
workers. Consequently, the overall professional effective¬ 
ness of the services provided by social workers was greatly 
diminished. Other researchers have concluded that job 
satisfaction is important, not merely because dissatisfied 
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workers provide inferior service. Job satisfaction is 
important because it affects the health, mental health, and 
social functioning of workers as well as the effectiveness 
and efficiency of the organizations for which they worked 
(McNeely, 1992). Job dissatisfaction may lead to burnout 
with negative implications for schools, families and com¬ 
munities. Consequently, there appeared to be a need for 
this study that focused on job satisfaction of school social 
workers practicing in three metropolitan Atlanta school 
systems. 
School social workers in the Metropolitan Atlanta 
school systems are assigned to many sites and required to 
serve large numbers of students. They are also required to 
produce and submit numerous written reports and statistical 
documents. According to School Social Work in Georgia, A 
Guide to Practice (1993), much of this is driven by state 
and federal laws. Empirically, the attitude of teachers, 
administrators, policy makers, and the community at large is 
that the school social worker can immediately resolve the 
problem. Additionally, it appears that the school as a 
social system is driven by a crisis management/reactive 
mentality. 
Given the prevalence of range of social problems in the 
Atlanta Metropolitan school system, one may ask, "Does job 
satisfaction among school social workers vary significantly 
based on gender, race, education, annual income, age and 
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current job site? Are school social workers satisfied with 
annual income, coworkers, promotional opportunities and 
supervision?" The level and importance of job satisfaction 
among school social workers has profound implications for 
students, families, communities, and school social work 
policy and practice. 
Job satisfaction was defined as the school social 
worker's feelings about five facets of their job: the work 
itself, pay, coworkers, promotions, and supervision. 
Purpose of the Study 
The purpose of the study was to examine job 
satisfaction among school social workers in three 
Metropolitan Atlanta school systems. This study also 
provides baseline data and information which enable school 
social workers to more effectively inform supervisors, 
policy makers and other appropriate personnel of the 
importance of job satisfaction and the school social work 
profession. 
Significance of the Study 
The need for school social workers is constantly on the 
rise, in an effort to address rapidly changing social 
conditions and influence policy decisions. Additionally, 
school social workers must work in partnership with 
educators to eliminate barriers and conditions that impede 
the social and academic development of students. 
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Allen-Meares (1993) identified two orientations which 
school social workers must embrace if they are to 
successfully practice within the educational arena and 
prevent and remediate the personal and social problems that 
prohibit learning. They are a clinical orientation and a 
policy/political/macro orientation. Emphasis was placed on 
the need for a school social worker to obtain an advanced 
level of training stressing an interdisciplinary approach to 
practice, and a policy/political/macro orientation. 
It is in the area of job satisfaction that this study 
seeks to make a difference. The study may assist educators, 
policy/decision makers, and, indeed, social workers in 
discovering and formulating a new epistemology regarding the 
breadth and depth of school social work practice. Finally, 
this study may equip practicing school social workers and 
those preparing for such practice with a more comprehensive 
understanding of various issues and challenges with which 
they may be confronted as they enter the work force during 
the twenty-first century. 
Research Questions 
The research questions for the study were as follows: 
1. What is the existing level of job satisfaction in terms 
of performance and employment related factors among 
school social workers? 
Does job dissatisfaction among school workers, if any, 
vary significantly based on gender and race? 
2. 
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3. Does job dissatisfaction among school social workers, 
if any, vary significantly based on education and 
annual income? 
4. Does job dissatisfaction among school social workers, 
if any, vary significantly based on age? 
5. Does job dissatisfaction among school social workers, 
if any, vary significantly based on current job site? 
This study does not involve testing hypotheses for 
statistical significance because of the limited number of 
cases. The study is therefore descriptive in nature. 
Rationale 
This study was developed out of an awareness of the 
current problems with which school social workers and 
educational systems are faced. A personal awareness of the 
importance of job satisfaction for effective practice 
enabled the researcher to identify job satisfaction as a 
problem worthy of research. 
The study was divided into six interrelated chapters. 
Chapter I provides an introduction to the study. The 
dependent variable, job satisfaction, was defined and the 
independent variables were identified. Chapter II provides 
a review of the literature on school social work and job 
satisfaction. The purpose of this chapter was to establish 
the scholarly foundation upon which the study is based. 
Chapter III presents the historical development of school 
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social work practice. Chapter IV presents the methodology 
used to conduct the study. Chapter V contains the data 
analysis and response findings from the research questions. 
Chapter VI presents the conclusions, discussion and 
recommendations based on the findings. 
Limitations 
The study was drawn from three metropolitan Atlanta 
school systems and the random selection process was not 
used. Findings, therefore, are not generalizable to other 
metropolitan or rural school systems. 
CHAPTER II 
REVIEW OF THE LITERATURE 
The literature provided a scholarly foundation in order 
to establish the need for the study. This chapter presents 
a review of the current literature on school social work and 
job satisfaction in order to develop a better understanding 
of two multifaceted concepts. In the study, school social 
work and job satisfaction were considered the principal 
concepts. The extant school social work literature focus 
was organized in four parts: 1) the role of the school 
social worker; (2) tasks, practice theories and policy; 3) 
the state and future of school social work; and 4) 
certification, regulation and competence. The extant job 
satisfaction literature was organized in three parts: 1) 
job satisfaction and social workers; 2) social work and 
management theories; and 3) conceptual models and 
definitions of variables. 
School Social Work 
The Role 
No theme in the school social work literature has been 
more salient than the role of the school social worker. 
Florence Poole (1949, 1950) published two seminal articles 
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in which she defined the role of the school social worker in 
relation to the societal function of the school over forty 
years ago. Poole argued that multiple roles of the school 
social worker emerged from the interaction of schools and 
students in the educational process and that the school 
social worker was essential to the fulfillment of the 
school's mission to educate all children. According to 
Poole, schools provided a legal and institutional foundation 
for practice based on historically expanding concepts of a 
child's right to education. These concepts provided a 
foundation for school social work. 
Poole further argued that the school social worker did 
not practice alone, rather, he or she became part of an 
educational team and could not be considered entirely 
separate from the actions of education professionals. The 
social worker could contribute to the educational process 
and to the teacher through teamwork and through 
consultation. The school social worker could bring the 
educational process together in a unique role for which some 
specific preparation was demanded. 
Poole's ideas were put forth during a time when methods 
tended to be mutually exclusive and casework was the major 
social work method. Casework was, therefore, considered the 
major component of school social work. Poole recommended 
the social casework method which was offered to children 
with problems. According to Poole, the social worker's role 
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was to perforin outreach to the parents to obtain a better 
understanding of the child and to build better school-home 
relationships. When appropriate, the casework included 
referring parents to community agencies for services to 
alleviate problems in the home. Additionally, the social 
worker was expected to interface with teachers to identify 
their concerns about children, to provide insights about 
children, to assist the teachers in planning their work, and 
to maintain an ongoing relationship as part of coordinating 
the children's progress. Poole's model also included the 
expectation that the school social worker would contribute 
to the maintenance and growth of the institutional program 
and provide linkages with other systems. Poole's 
description of the characteristics of school social workers 
was consistent with the expectations of role theory. 
Lela B. Costin (1969) and Paula Allen-Meares (1977) 
devised studies to define the role of the school social 
worker in the schools. These studies were limited to an 
analysis of practitioner tasks without consideration for the 
expectations of the administrators of the institutional 
programs in which the practitioners worked as the mandate 
for these services. The discrepancies that Costin and 
Allen-Meares found between practice and the social work 
literature (a continued focus on work with problems of 
individual children and their families rather than increased 
participation in the leadership and policy making decisions 
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of the school) represented a value preference within the 
profession (Levine and Mellor, 1988). Their studies did not 
address role conflict within the institution. The studies 
of Costin and Allen-Meares were modified and replicated by 
Alderson and Krishef (1973), Sabatino (1982), and Timerlake, 
et al. (1982). These studies indicate that the priority in 
the schools continued to be the institutional need to attend 
to the needs of the children who had problems learning and 
their performance in the classroom. 
Research confirms a diverse role for school social 
workers. Changes in the profession's expectations for the 
role expressed by Costin and Allen-Meares are an outgrowth 
of developments since Poole's writings. Levine and Mellor 
(1988) published a chronology of a school social worker. 
The 20 year chronology reflects the influences shaping the 
role from 1964-1987 and clearly an in-depth view of this 
diverse and evolving role. 
During the two decades in which this chronology 
occurred, a wealth of legislative mandates created 
imperatives for new programs and services in the schools. 
This 20 year period included the Johnson Administration's 
War on Poverty, the impact of the civil rights movement and 
the resulting call to address the educational needs of all 
oppressed people, the families right to know and control the 
information schools circulated about their children, the 
right of children with disabilities to a free, appropriate, 
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public education; and the rights of parents to participate 
in their child's experience in the school. The role of the 
social worker was also affected by the legislation enacted 
in response to the "battered child syndrome" and the part 
the school should play in identifying, reporting, and 
protecting children who were abused (Levine and Mellor, 
1988) . 
The Chronology 
The social worker began service in 1964 with training 
and experience that was essentially clinical. She served 
primarily as a liaison for families with children living in 
poverty. The social worker's practice included group work 
with children who acted out, and community organizations. 
She served as director of a preschool and primary education 
project, and four months later her duties were extended to 
include directorship of the Head Start Program. As director 
of the program, she supervised a multidisciplinary staff, 
developed a budget, wrote proposals, recruited and trained 
staff, selected teaching materials and developed curriculum 
(Mellor, 1967). 
The social worker's work in the community revealed 
bilingual and bicultural families. Policy decisions for the 
development of classroom curriculum and teaching materials 
were then necessary, resulting in the social worker 
facilitating group participation (Mellor, 1972). The social 
worker was further sensitized to the mental health needs of 
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the residents and wrote proposals for funding that resulted 
in psychiatric training for the Head Start program staff, 
and she also assisted staff from a local mental health 
service in developing a day treatment program, thereby 
increasing her networking and liaison role. 
While working on the mental health project, the social 
worker became aware of the school dropout problem. 
Gathering data for a needs assessment, she brought the 
problem to the attention of the school administrators, and 
participated in the decision making process to provide an 
alternative educational experience. Again, she accepted the 
role of preparing a grant proposal, and the proposal was 
funded (Mellor, et al., 1975). 
The opening of a new school building in the seventies 
called for the social worker to provide in-service training 
to teachers on the special needs of children from low 
socioeconomic and minority families. During that time, she 
also served as administrator of the newly created social 
work department in the school district. At the same time, 
this social worker became a field instructor for students 
from three local schools of social work (Adams and Mellor, 
1972). 
During the late seventies, the academic performance of 
some children began to suffer because of the increasing 
divorce rate of parents. In response, the social worker 
resumed direct practice with individual children, families 
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and groups. She became a member of the child-study team. 
She participated in activities to enforce the child abuse 
prevention and treatment act mandates for schools, such as a 
school board committee to develop the guidelines for the 
procedures and practices to be observed in the school 
district. These activities placed the social worker in the 
position of screening referrals to child protective services 
as well as preserving long-term working relationships with 
parents. 
During the early seventies, pregnant adolescent girls 
were no longer excluded from schools, and educational 
support programs were developed for this group apart from 
the mainstream. The programs in the eighties kept this 
group in the mainstream classroom and had school-site day 
care services for their children, parenting classes, and 
counseling. The social worker served as a liaison with the 
state Department of Education, subcontracted the services of 
community agencies for these school-site supports, and 
coordinated the educational program. 
An in-depth look at this chronology clearly reveals 
that the school social work role was an outgrowth of 
credibility established with school personnel over time. 
The role was formed and shaped by the institution's need to 
implement programs. The focus of the social worker's 
activity gradually shifted to children from families of all 
socioeconomic levels. The educational preparation for this 
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role expanded to include a generic foundation of knowledge 
and methods. The primary influences on the role were 
professional values and knowledge combined with 
institutional responses to population demographics, 
legislative mandates and funding (Levine & Mellor, 1988). 
The role of the school social worker continues to 
evolve. Role change has been affected by new and broadened 
legislation and the increasing emphasis on school-linked 
services that involve collaboration between schools and 
community agencies (Hare, 1994). In 1994, President Clinton 
signed the Improving America's Schools Act (P.L. 103-382), a 
reauthorization of the Elementary and Secondary Education 
Act. This law ensures a greater role for school social 
workers. School social workers are specifically included in 
the act's definition of pupil-services personnel. 
Title I of the act, Compensatory Education, calls for 
new and expanded roles for social workers in the schools. 
For example, social workers must be consulted in the 
development of state plans to help disadvantaged children. 
Pupil service personnel, including social workers, are also 
part of state school-support teams that help schools develop 
and evaluate programs and identify problems (“Schools Act," 
1995). 
Another feature of this legislation, the Elementary 
School Counseling Demonstration Act, provides grants for 
schools to initiate or expand comprehensive elementary 
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school counseling programs. Programs are required to use 
school social workers, school counselors, and school 
psychologists. Under the demonstration act, a school social 
worker is defined as "an individual who holds a master's 
degree in social work and is licensed or certified by the 
state in which services are provided or holds a school 
social work specialist credential" ("Schools Act," 1995, 
14) . 
£a.sk-s.,.. Practice Theories and Policy 
In 1968, Costin conducted the first national study on 
tasks performed by school social workers. Costin found 
eight dimensions of school social work practice. At that 
time, there was a need for expanded human services 
throughout the nation, with limited social workers to fill 
the void. Costin raised the question of the willingness of 
school social workers to delegate tasks to people with less 
educational training than their own. 
Based on analysis of the data, Costin concluded that 
the individualistic clinical orientation to practice was the 
definition of the service and that the school social workers 
were not responding to the contemporary crisis of the school 
and community, and were not willing to delegate tasks to 
personnel with less than a master of social work degree. 
She concluded that school social workers were not paying 
attention to community and school conditions that 
contributed to the problems in learning and that they 
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attached little importance to key roles, such as leadership 
and policymaking, required for more macro-level 
intervention. 
Costin's (1969) study was replicated partially by 
Alderson and Krishef (1973). In a study of Florida school 
social workers and visiting teachers, Alderson and Krishef 
found that there was more willingness to assume leadership 
roles and to delegate tasks, and that casework activity was 
rated lower. 
In 1977, Allen-Meares replicated the Costin (1969) 
study, raising similar questions in a second national study 
of these school social service providers. Allen-Meares 
studied seven factors of social work. She found that a 
shift had occurred since the Costin effort. Specifically, 
the focus of the service included individual counseling with 
a child and his or her family around educational issues, 
with less attention given to "emotional and intrapsychic 
concerns." Home-school-community liaison was a major 
characteristic of the service. 
In 1982, Timberlake, Sabatino, and Hopper explored the 
impact of Education for All Handicapped Children Act of 1975 
(P.L. 94-142) on school social work service delivery. They 
found that there had been another shift in service. This 
shift included more emphasis on consultation and short term 
counseling and on diagnostic assessment on behalf of 
handicapped populations. Johnston (1987) conducted a study 
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of Iowa school social workers and found that 75 percent of 
their time was spent on assessment. Johnston concluded that 
the heavy emphasis on assessment probably was attributable 
to P.L. 94-142. He acknowledged that assessment may be an 
important and time-consuming activity, not because workers 
prefer to do it but because it is mandated by law. Johnston 
cautioned that although this activity is important: 
"it is essential that the profession be innovative 
...having impact on schools and social environments 
rather than serving a customary caseload in tradi¬ 
tional ways may benefit more children in the long 
run" (Johnston, 1987, 32). 
Conway (1987) found that school social workers wanted to 
move away from individual focus on assessment to work with 
groups of parents and children, and to serve as consultants, 
trainers, and school-community liaisons. 
Research on school social worker tasks clearly 
indicates a tendency towards individual work with special or 
exceptional populations as mandated by law, and the emphasis 
on school-community liaison. According to Allen-Meares 
(1990), school social workers may not be performing tasks 
they elect to perform but rather may be responding to 
mandates and expectations that are tied to legislation or to 
the expectations of the school staff. Most of the studies 
done in the past are essentially descriptions of what goes 
on in the daily practice of a service. These studies do not 
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appear to provide insight into which tasks and functions 
school social workers prefer. Only one study (Conway, 1987) 
asked school social workers what tasks they ideally wanted 
to perforin. 
The Hawkins-Stafford Elementary and Secondary School 
Improvements Act of 1988 (P.L. 100-297) was enacted April 
28, 1988. The enactment of P.L. 100-297 was significant in 
that it recognized the more contemporary problems of 
truancy, underachievement among minority groups, educational 
deprivation of low-income children, acquired immune 
deficiency syndrome (AIDS), and drug abuse. This law was an 
attempt to answer the need to improve the quality of 
education in response to reports indicating mediocrity and 
the need to strengthen the relationship between school and 
community. P.L. 100-297 required redirection of the service 
to include education for prevention, collaboration, 
teamings, consultation, and more macro-level interventive 
programmatic efforts by school social workers. It was hoped 
that the law would change the views of those in positions of 
authority who determine the parameters of the service, 
allowing school social workers the opportunity to expand 
their services (Allen-Meares, 1988). 
The research on school social work tasks also suggests 
that although school social workers may want to define their 
functions more broadly, they are confronted with obstacles 
within the school, such as mandated activities and admini- 
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strators who may not understand the service, or who define 
it too narrowly. P.L. 100-297 put pressure on schools to 
change, presenting an excellent opportunity for school 
social workers to move out of an old and into a new era. 
Attempts to identify clearly defined practice 
principles in social work have not produced a singular, 
cohesive paradigm for practice. Various theories compete 
for recognition as the predominate guidepost for practice 
(Haworth, 1984). It is, therefore, imperative that 
different theoretical paradigms and perspectives be analyzed 
for their usefulness for social works mission. 
As the next century approaches, school social work 
practice will be profoundly influenced by a number of 
changes both in and outside the schools. School social 
workers will need to enlarge and redefine their practice 
approaches. Dupper and Evans (1996) wrote that school 
social work practice should be guided by one fundamental 
question: How can school social workers help create more 
welcoming schools for diverse and disadvantaged students? 
They believe that school social workers must adapt practice 
approaches that are more anticipatory and proactive, and 
that target the school itself. These approaches must be 
built on and incorporate prevention principles and a systems 
perspective. First, et al., (1991) made a case for practice 
approaches within schools that are based on prevention 
principles: 
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A prevention model emphasizes identification 
of normal developmental concerns and creation 
of strategies to either address concerns before 
problems develop or detect problems in their 
earliest stages.... Because they anticipate rather 
than just respond to existing problems, the preven¬ 
tion approach is likely to be more cost effective 
in both the short and long run. Researchers note 
that the resources and energy of remediation 
workers tend to be swallowed up by crisis inter¬ 
vention, which benefits only a small portion of 
the student population (First, 1991, 192-193). 
A systems perspective allows school social workers to 
target school policies and practices for intervention. 
Rather than being restricted to fixing students, this 
perspective allows school social workers to directly address 
the broader, complex problems of an increasingly diverse and 
disadvantaged student population entering more punitive and 
rigid public schools (Dupper and Evans, 1996). 
One of the most promising practice approaches to 
prevention is multicultural-diversity education. Cultural 
researchers have noted that "culture is the lens through 
which everyone sees the world" (Viadero, 1996, 42). Based 
on this practice approach, adults are first asked to examine 
their own cultural beliefs and perspectives with the goal of 
increasing their ability to value diversity. Multicultural 
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diversity education attempts to help students and educators 
gain an acceptance of one another and to interact and teach 
from this awareness. It requires looking beyond the obvious 
- the students ethnicity, culture, environment and behaviors 
- and instead, looking into his or her eyes to see the 
impact of these factors on the student and responding and 
teaching from that point of view (Dupper and Evans, 1996). 
According to Dupper and Evans (1996), the purpose of 
multicultural-diversity education is to move public schools 
from a white, Anglo, middle class perspective to an 
acceptance and inclusion of diverse cultures. Multicultural 
diversity education seeks to go beyond African American and 
Women's History Months to infuse the entire school system 
with a true acceptance of all diversities. Educators become 
creators of invitational, welcoming, culturally diverse 
schools in which all students feel acknowledged, 
appreciated, and respected. Additionally, multicultural 
diversity education brings about a greater awareness of 
overt and covert racist practices that currently exist in 
schools. Educators can also address the impact of teacher 
expectations, disciplinary practices, and pedagogical 
practices that detrimentally affect culturally and 
economically diverse students. 
A review of the school social work practice literature 
further reveals that since the mid-1980's, a unifying 
theoretical perspective has emerged (Allen-Meares, 
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Washington, and Welch, 1986; Fine, 1992; Garbarino, Dubrow, 
Kostelny, and Pardo, 1992). This perspective is commonly 
referred to as an ecological approach, focuses on the social 
ecology of the school community. According to this theory, 
the school social workers practice should encompass the 
range of social interplays that occur among micro-, meso-, 
and macrosystems within the school environment rather than 
on the individual students. The ecological approach is 
particularly effective in urban school settings given the 
poverty, crime and violence that affects many urban schools 
(Clancy, 1995). To create real change, school social 
workers must design innovative practices that are inclusive 
of all systems that affect pupils' lives. Allen-Meares, et 
al. (1986) also asserted that resolution is more effective 
when the social worker intervenes in more than one system at 
a time. This according to Clancy (1995), means that 
professional practice is not limited to working with 
students, parents, teachers, administrators, and other 
social service agencies. To work from an ecological 
perspective, school social workers broaden their vision and 
concurrently intervene at the level of the cultural systems 
and social institutions that contribute to the social 
problems adversely affecting clients. 
Although one might assume that a particular model of 
practice would logically ensue from a single unifying 
conceptual framework, this has not been the case in school 
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social work (Clancy, 1995). Alderson identified four 
distinct models of school social work practices: (1) the 
traditional clinical model; (2) the school change model; 
(3) the community school model; and (4) the social 
interaction model (cited in Allen-Meares, et al., 1986). 
These models address individual aspects of the ecological 
approach, but none of them succeeds in developing 
interventions that encompass macro level systems as well as 
the more immediate microsystems. 
Perhaps the most common practice model used by school 
social workers is the traditional clinical approach. 
According to Clancy (1995), the problem with clinically 
oriented school social work is the limited scope of its plan 
for intervention. Social workers commonly bring group 
counseling, and case management services to schools. These 
micro level services are necessary because they address the 
most immediate needs of clients. However, urban school 
communities could also benefit from macro level 
interventions, which, unfortunately, social workers do not 
frequently offer. According to Fine (1992), clinical 
practitioners may help a small number of individual children 
who have been traumatized by the violence that is somewhat 
common in urban school neighborhoods. However, clinical 
school social workers seldom try to accomplish equally 
important tasks of preventing poverty and the social 
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problems it produces by working with the school community to 
change oppressive social institutions. 
Another difficulty in developing a uniform model of 
practice that encompasses all aspects of ecological theory 
is that the approach requires practitioners to acknowledge 
the political aspects of their practice. Shaffer (1972) 
noted that historically, the social work philosophy has 
endorsed capitalism: 
Social work, like corporate capitalism, was a 
product of the Industrial Revolution and, in 
large measure, a primary institutional structure 
through which social reform and welfare statism 
was generated and mediated. It is, therefore, 
not surprising that the field should develop a 
philosophic commitment to corporate liberal ideology 
(Shaffer, 1972, 666). 
Schaffer believed that because the profession had 
traditionally sanctioned capitalism that many social work 
education programs train practitioners to maintain the 
status quo. Critical education theorists have also 
maintained that educational institutions produce and 
preserve ideology that benefits the dominant social class 
(Darden, 1991; Freire & Macedo, 1987). For this reason, 
social workers are sometimes referred to as gatekeepers, 
helping to guard the social status of the dominate class by 
pacifying oppressed individuals. 
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If school social workers practice focuses only on 
counseling and treatment of students and families, they are 
maintaining the status quo because their practice defines 
the locus of the problem within the microsystem. This type 
of school social work practice views the students and 
families as deficient and ignores their responsibility "to 
modify the systemic-ecological structures and patterns that 
have been supportive of the 'problem'" (Fine, 1992, p.9). 
The actual problems of urban schools are institutionalized 
racism, poverty, and the host of social problems these 
conditions created (Clancy, 1995). 
According to Clancy (1995), the ills that urban school 
social workers treat, including substance and alcohol abuse, 
depression, and grief, are merely symptoms must, of course, 
be treated, but practitioners must also turn ecological 
theory into practice by following the path described by 
Shaffer (1972); engaging in community development, community 
organizing, social planning, and social action. The goal of 
this work is to extend individuals' consciousness, which is 
necessary for the development of what Freire (1989) referred 
to as "critical consciousness," a way of being in the world 
that is characterized by individuals' ability to act, to be 
self-determined, and to create their own world. Without 
critical consciousness, the individuals in micro level 
systems are merely acted on by the macro level cultural 
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institutions. In such a scenario, there is no true 
interrelationship; what exists instead is oppression. 
Clancy notes that implementing a practice that fully 
uses ecological theory requires school social workers to 
make a paradigmatic shift away from interventions limited to 
microlevel interactions. Instead, professionals must take 
into consideration the reciprocal relationship between 
micro- and macrolevel systems, and analyze the effects of 
these relationships on the lives of the youths being served. 
All social workers engage in three levels of practice; 
(micro, mezzo and macro) to some extent, even though the 
major focus of their attention may not be at one or two of 
the levels. Macro practice is oriented toward bringing 
about change and improvement in the general society. The 
functions performed in this regard include political action, 
community organizing, agency administration, and influencing 
the development and implementation of social policies 
(Barker, 1995). Macro practice has also been referred to as 
indirect social work practice: "those professional social 
work activities such as administration, research, policy, 
development, and education, that do not involve immediate or 
personal contact with the clients being served. Indirect 
practice makes direct practice possible and more efficient; 
as such, it is considered essential and of equal importance 
to the mission of the profession" (Barker, 1995, p. 185). 
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Nettings, Kettner, and McMurtry (1993) defined macro 
practice as: 
professionally directed intervention designed to bring 
about planned change in organizations and communities. 
Macro practice, as all social work practice, is built 
on theoretical foundations, proceeds within the frame¬ 
work of a practice model, and operates within the 
boundaries of professional values and ethics. 
Typically, macro social workers occupy positions in 
social agencies and are involved in the agency's 
functioning. The unifying concern of macro workers is 
how the agency relates to its environments and the 
forces that shape the environment (pp. 3-4). 
Gibelman and Schervish (1993) found that policy, 
consultation, research and planning functions combined were 
primary practice areas of only 2.7 percent of NASW members 
in 1991 and 3 percent in 1988. Specialists in community 
organization and planning are disproportionately those who 
have doctoral degrees. The ratio of men to women working in 
community organization and planning is also higher than it 
is in the NASW membership as a whole; 39 percent of the 
labor force in this area of practice are men, whereas 22.7 
percent of the NASW members in 1991 were men (Gibelman and 
Schervish, 1993). These same trends are manifest for those 
social workers engaged in policy, consultation, and research 
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functions; they are concentrated at the DSW-PhD level, and 
are disproportionately more men. 
The involvement of social workers in macro practice has 
waxed and waned throughout the profession's history. Policy 
practice, including legislative advocacy, social action, an 
social policy analysis, has been called the "neglected side 
of social work intervention" (Figueira-McDonough, 1993, p. 
179). Negative public attitudes toward social welfare 
policy and programs in the United States suggest that social 
workers must constantly look for opportunities to engage in 
dialogue with relevant community groups. The shift in human 
services funding decisions from Capitol Hill to states and 
localities means that social workers can have an impact on 
the community decision-making agency (Allen-Meares, 1993). 
School social workers are the bridges between schools 
and community and are the ideal family and community practi¬ 
tioners to help staff and monitor emerging programs. 
Community partnerships are necessary for developing 
innovative community- and school-based programs at state and 
local levels. School social workers are skilled in the 
coalition building and interagency networking that are 
essential for forming these partnerships. They can model, 
reinforce, and train other key actors to use these important 
skills (Freeman, 1996). 
Many of Congress' new social program reforms and cost 
containment policies will affect where and how school social 
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work is practiced. Unfortunately, policymakers seldom 
consult school social workers while formulating or 
reformulating policies. Therefore, the school social 
worker's responsibility is to initiate ongoing contacts, 
especially during periods when key decisions are being made 
that affect education, school social work practice, and 
families and children (Freeman, 1996). 
Certification. Regulations and Competence 
There are several types of credentialing in social 
work, all designed to assure the profession, clients, and 
the public that a practitioner has entry level competence 
for safe practice (Biggerstaff, 1995). The primary 
credential is the basic academic qualification. Beyond 
that, there are a variety of voluntary professional 
credentials as well as those that a state may require. 
A licensing law is protective regulatory legislation 
implemented through state agencies. These laws regulate the 
interactions between consumers and providers of services by 
establishing minimum standards for entry into the 
profession, including education, training, experience, and 
supervision (Biggerstaff, 1995). Registration laws and 
statutory certification, also forms of legal regulation, are 
voluntary statutes that apply only to social workers who 
wish to use a particular title. These laws also specify 
minimum requirements for social workers. Such title 
protection often can limit certain areas of professional 
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practice, such as private practice, to those who meet the 
minimum requirements (Biggerstaff, 1995). 
The education reform movement's impact on school social 
work education and certification has influenced and will 
continue to influence school-based and school linked 
practice and practitioners (Shaffer, 1996). It is important 
to note that in the past 12 years, over 25 states have 
passed social work licensing legislation. Today, social 
work licensure in some form exists in every state, the 
District of Columbia, Puerto Rico, and the U.S. Virgin 
Islands (American Association of State Social Work Boards 
[AASSWB], 1996). All states, except Michigan, require 
licensing examinations prepared by AASSWB; practice 
protection is provided in 40 jurisdictions; licensure is 
limited to BSW, MSW, and DSW professionals with supervised 
experience; and privileged communication provisions are 
found in all but four licensing statutes (Shaffer, 1996). 
Since the late 1970's, the number of jurisdictions 
certifying school social work practice has remained at about 
30 (Hawkins, 1980; Torres, 1996). Although certification in 
some jurisdictions is sound and rigorous, considerable 
variance exists among the certifying jurisdictions' entry- 
level, credentials, experience, and examination requirements 
(NASW, 1996). Professional training varies widely, 
differential levels of practice are not articulated, and 
personnel lack privileged communication protection in many 
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areas. À third of the jurisdictions require no supervised 
school practica for initial certification. States such as 
Michigan, Pennsylvania, and Texas have no school social 
worker regulations. 
Currently, several jurisdictions are questioning 
whether certification of school social workers should be 
eliminated and replaced by their existing general social 
work licensing statutes. Those in favor of eliminating 
certification hold that the licensing statutes provides 
adequate protection to the public and that "dual licensure" 
is unnecessary. Those opposed argue that school social 
workers hold a specialty status within the social work 
profession similar to that held by school nurses and that 
dual licensing and certification provide better protection 
for clients and encourage the employment of the best 
qualified personnel. 
According to School Social Work in Georgia. A Guide to 
Practice. to qualify for a renewable professional 
certificate in School Social Work an applicant must complete 
an approved program in School Social Work at the master's or 
higher degree level and obtain the professional 
recommendation from the preparing institution, an approved 
Master's of Social Work (MSW) degree program, or provide 
documentation of out-of-state certification. The 
professional certificate has a standard validity of five 
years. The standard to renew a Georgia certificate with a 
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validity period of five years is 10 quarter hours of college 
credit or the equivalent local Georgia staff development 
credit specifically approved for certification renewal. 
The desire to be effective in one's environment is 
thought to be an innate motivation in all life forms because 
of its survival value (White, 1959). Competence generally 
is defined as the repertoire of skills that enable a person 
to function effectively. Competence-centered social work 
practice is a perspective that explicitly holds that the 
promotion of competence in human beings is a central 
function of social work intervention (Maluccio, 1981). This 
perspective reflects what many practitioners in diverse 
settings have long been doing, and builds on time honored 
social work traditions such as emphasis on environmental 
modification and provision of concrete services and supports 
(Winters and Maluccio, 1988). 
Winters and Maluccio (1988) noted that a distinction 
should be made between discrete competencies or skills and 
the broader, ecological or transaction concept of 
competence. The latter may be defined as the outcome of the 
interplay among a person's capacities, skills, potential, 
limitations, and other qualities; a person's motivation, 
that is, his or her interests, hopes, beliefs, and 
aspirations; and the qualities of a person's environment, 
such as social networks, environmental demands, and 
opportunities. 
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In social work agencies, supervision is generally 
provided by a designated social worker who holds an 
administrative position and who has more experience or 
formal education than the supervisee. In school settings, 
social workers are seldom administratively responsible to a 
social worker, therefore, the traditional model of social 
work supervision is rarely possible. Instead, school social 
workers are responsible to school administrators or 
department heads who cannot be expected to meet their 
professional development requirements (McCoy, 1993). 
Social workers are charged to "strive to become and 
remain proficient in professional practice and the 
performance of professional functions" (NASW, 1994, p. 3) 
and to "critically examine and keep current with emerging 
knowledge relevant to social work" (p. 9). Professional 
development is a lifelong mandate for practicing social 
workers. Individual supervision is the most commonly cited 
means of professional development for social workers new to 
the profession, and most licensing laws require some form of 
supervision for professionals to move from one level of 
licensure to another (Dawes, 1990). Supervision is seldom 
required for licensed social workers, who often use other 
professional development strategies, such as group 
supervision, consultation, staff development activities, in- 
service training, mentoring, professional reading programs, 
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institutes, workshops, and seminars (Barretta-Herman, 1993; 
Dawes, 1990). 
Garrett and Barretta-Herman (1995) conducted a study 
designed to answer two research questions: (1) In what 
professional development activities are school social 
workers engaged? and (2) Are these activities perceived as 
adequate? The study of 87 school social workers found that 
fewer than 25 percent received supervision from a social 
worker. Instead, school social workers were building 
individual plans of professional development, including 
consultation with social workers and other professionals 
outside their school or district, peer consultation groups, 
in-service meetings, conferences and workshops, supervision 
from school administrators, and professional reading. 
Respondents rated these strategies as adequate in meeting 
their professional development needs concerning client- 
centered issues, but less than adequate in dealing 
effectively with agency centered issues (Garrett and 
Barretta-Herman, 1995). Garrett and Barretta-Herman noted 
that the traditional model of social work supervision is not 
a reality for school social workers and that supervision 
from a social worker is rare. 
Garrett and Barretta-Herman made several 
recommendations to help school social workers meet their 
professional development needs more effectively: 
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If social work supervision is not available, 
school social workers need to find qualified 
supervision outside their school or community. 
School social workers must be aware of the 
potential disadvantages of accepting client- 
centered supervision from non-social workers while 
recognizing the distinct advantages of social work 
supervision. 
School social workers need to expand the number of 
strategies they are using for agency-centered 
professional development. 
The profession must develop a response in 
providing continuing education focused on systems- 
related issues. 
School social workers should clarify the rationale 
for development with school administrators. 
The State and Future of School Social Work 
Santos Torres (1996) noted that important changes have 
occurred in the status of school social workers. This is 
based on his study on the status of school social workers 
across 57 American jurisdictions. Torres found that since 
the 1940s, school social workers have made important gains 
as service providers in their host environments. He further 
found that school social workers have increased their 
presence; established a professional identity better aligned 
with the training, education, and tasks traditionally 
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associated with professional social workers; and made 
significant contributions to and effectively collaborated 
with other professionals as part of the multidisciplinary 
teams that serve U.S. schools. Torres concluded that a 
clearer image of school social workers is beginning to 
emerge. 
A review of the literature reveals a limited amount of 
research on the state or future of school social work. 
According to Freeman (1996), attempting to gauge potential 
changes in school social work practice is difficult. Dupper 
and Evans (1996) suggest that as the next century 
approaches, social workers in public schools will be 
profoundly influenced by a number of changes both in and 
outside the schools. Further, school social workers will 
need to enlarge and redefine their practice approaches. 
Reactive, individualistic practice approaches must give way 
to more preventive approaches that target systems rather 
than students for change (Dupper & Evans, 1996). Allen- 
Meares (1994) notes that school social work practice is 
hindered by factors such as large caseloads, multibuilding 
assignments, and the unreasonable expectations of other 
professionals. She further notes that regardless of 
obstacles or job descriptions, school social workers must 
become more involved in leadership and policy-making to 




Available research indicated that job satisfaction was 
important because it affected the health, mental health, and 
social functioning of workers as well as the effectiveness 
and efficiency of the organization for which they work 
(McNeely, 1992). Little is known about the specifics on the 
job satisfaction of social workers, although there is 
considerable information on the phenomenon of job burnout. 
Even less literature was available on the job satisfaction 
of school social workers. Only one study was found related 
to job satisfaction among school social workers in Iowa. 
Jot? Satisfaction and Social Workers 
According to Butler (1990), job satisfaction is a 
principal concept in most theories of work motivation and 
work behavior. Since the 1930s, job satisfaction has 
greatly interested the business world, because it was 
assumed that satisfaction was associated closely with 
productivity. Contrary to expectations, the association did 
not prove to be with job satisfaction. Job satisfaction was 
an important area of study for social work because of the 
humanitarian values of the profession. Also, it was 
important because of the concern about client outcome, the 
economic impact of job turnover and the necessity of 
attracting competent individuals to the field of social 
work. 
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Jack Rothman (1985) identified low job satisfaction or 
job dissatisfaction, as a major concern in the workplace. 
Rothman indicated in his research that a low degree of job 
satisfaction among social welfare practitioners was 
identified as a major problem. He pointed out that when 
workers experience alienation from work (job satisfaction) 
it involved a feeling of powerlessness. The review of the 
literature indicated that job satisfaction was a major 
concern of both practitioners and researchers. The three 
principal reasons for this interest were humanitarian, 
economic, and theoretical. 
Humanitarian concerns stem from management preferring 
that people be satisfied with their jobs. Since job 
satisfaction was found to be related to life satisfaction 
and mental and physical health, improved satisfaction has 
become an important outcome in its own right. Economic 
concerns were issues concerning whether management was 
willing to invest time and money to increase satisfaction on 
the job for workers. Given the significant relations 
observed between job satisfaction and work behavior, 
increased satisfaction with aspects of the job have proved 
to be a monetary advantage to an organization in many areas, 
including reduced absenteeism and decreased turnover. 
To the extent that satisfaction could be improved, 
organizations found that they could realize substantial 
monetary savings. The theoretical concerns stem from the 
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fact that job satisfaction was a principal concept in most 
theories of work motivation and work behavior. For many 
theorists, satisfaction was seen as a direct cause of such 
behavior as attending work, maintaining quality standards, 
seeking improved work methods, and cooperating with other 
employees. For other theorists, job satisfaction was a 
consequence of such behavior, because the behavior leads to 
rewards from the supervisor or the work itself and, hence, 
to satisfaction (Blazer and Smith, 1990). 
For many years, it was felt that a satisfied worker 
would automatically be a good worker. In other words, if 
management could keep all the workers "happy," good 
performance would automatically follow. However, research 
evidence generally rejects the idea that employee 
satisfaction automatically leads to improved job performance 
(Blazer and Smith, 1990). 
In this study, job satisfaction was defined as the 
feelings school social workers had about five facets of 
their work activities: the work itself, pay, coworkers, 
promotions and supervision. The following is a literature 
review of the work satisfaction, pay satisfaction, coworkers 
satisfaction, promotions satisfaction, and supervision 




Work satisfaction was defined as the worker's 
satisfaction with the work itself. The literature 
identified various attributes of work that may be related to 
satisfaction, including opportunities for creativity and 
task variety, allowing individuals to increase in knowledge, 
and job enrichment. Based on these attributes, satisfying 
work appeared to be work that could be accomplished and is 
intrinsically challenging (Blazer and Smith, 1990). 
In a study of how satisfied social workers were with 
their work, 172 bachelor (BSW) and master (MSW) level social 
work graduates from a midwestern university were surveyed. 
The results showed that social workers with a master (MSW) 
degree were more satisfied with their work than social 
workers with a bachelor (BSW) degree. Bachelor (BSW) 
graduates were more satisfied with symbolic rewards of the 
profession than master (MSW) graduates (McCullagh, 1985). 
In a report on occupation, gender, and work 
satisfaction it was concluded that women were significantly 
more satisfied than men with their work in human service 
agencies. Also, the most satisfied women did not feel that 
the expectations about the performance of their work 
assignments were excessive, and agreed that their 
supervisors got employees to work as a team. Although less 
satisfied than females, the most satisfied males in the 
a- 
study reported that they were satisfied because they had 
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plenty of freedom (autonomy) on the job to use their own 
judgement (McNeely, 1984). 
Jayaratne (1988), in a study of social workers in 
private practice, suggested that individuals who were in a 
private practice fared better physically and psychologically 
than their counterparts in public agencies. A comparison of 
the demographics, education and training, perceptions of job 
performance and job satisfaction among public agency social 
work practitioners and private social work practitioners 
from the NASW membership indicated that private 
practitioners report a significantly higher income and 
greater satisfaction with their work (Jayaratne and Siefert, 
1988). 
Dye (1991) surveyed the employees of a public welfare 
agency, in metropolitan Atlanta, utilizing the Job 
Descriptive Index (JDI) in conjunction with an 
Organizational Climate Questionnaire. The purpose of Dye's 
study was to investigate climate factors, work dimensions 
and overall job satisfaction of the employees of a public 
welfare agency. Dye found that older employees who had been 
employed for a short period of time exhibited the most 
satisfaction with their work than other employees. 
Many researchers have argued that one way to increase 
employee performance and satisfaction was by "enriching" the 
employee's job. A study attempted to statistically 
determine, using meta-analysis procedures, the "true" 
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relation between job characteristics and job satisfaction. 
It was concluded that the more complex and enriched a job 
was, the more likely the employee was to be satisfied with 
his work and with the job itself (Loher, 1985). 
Pay Satisfaction 
Among the many properties characterizing work in formal 
organizations, pay was one of the most important. Most 
people probably would not work in organizations if they were 
not paid. Pay was found to significantly influence 
organizational behavior (Rice, Phillips and McFarlin, 1990). 
Pay satisfaction addresses attitudes toward pay and was 
defined as the perceived difference between actual pay and 
expected pay. Expected pay was based on both the value of 
perceived inputs and outputs on the job and the pay of other 
workers holding similar jobs or possessing similar 
qualifications. Pay satisfaction was also influenced by the 
personal financial situation of the employee, the economy, 
and the amount of pay a worker had received previously 
(Blazer and Smith, 1990). 
Butler (1990) found that financial rewards predicted 
job satisfaction for men but not for women. She concluded 
that this finding was most likely associated with the salary 
discrepancy between men and women because men's salaries 
were consistently higher than those of women in both service 
and administrative positions in social work. 
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In 1981, a prominent study conducted of social workers 
on job satisfaction by the National Child Welfare Training 
Center found that the majority (66%) of social workers 
indicated overall satisfaction with their jobs. The report 
indicated that there was no difference in job satisfaction 
according to whether the social workers finished a 
baccalaureate (BSW) or master (MSW) program. Although these 
social workers indicated overall job satisfaction, they were 
most influenced by dissatisfaction with their salary. 
Moreover, dissatisfaction with salary was significantly more 
salient among social workers in voluntary non-profit 
agencies than in public agencies (Vinokur-Kaplan, 1990). 
McCullagh (1985), in his study on job satisfaction for 
the National Association of Social Workers (NASW), reported 
that although job challenge was a stable predictor of job 
satisfaction, concern about financial rewards and conflict 
with professional values emerged as significant predictors 
of overall satisfaction with employment in general. The 
study reported that satisfaction with financial rewards was 
significantly low despite higher personal incomes reported 
over previous years by social workers. 
Rice and Phillips (1990) found that there was a 
relationship between how much people were actually paid and 
their satisfaction with pay. Although this relationship was 
consistently positive and statistically significant, actual 
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salary generally accounted for less than twenty-five percent 
of the variance in pay satisfaction. 
Foster and Perry concluded that there was a 
relationship between job satisfaction and self-valuation. 
Their research revealed a high level of self valuation was 
strongly associated with job satisfaction and income. 
Ajo surveyed the employees of two private non-profit 
voluntary agencies utilizing a modified version of the 
Minnesota Satisfaction Questionnaire (MSQ). The purpose of 
Ajo's study was to examine the effect of the variables that 
could affect job satisfaction. Ajo found that 
organizational climate was the most dominant factor that 
affected job satisfaction in both agencies, and that job 
security was the best predictor of job satisfaction. Ajo 
also found that there was no significant relationship 
between income and job satisfaction. 
Waymer (1995) surveyed 880 social workers in public and 
private human service organizations in the metropolitan 
Atlanta area. The purpose of Waymer's study was to 
ascertain data in order to analyze and explain the relation¬ 
ship between work autonomy and job satisfaction of social 
workers. Waymer found that there was a statistically 
significant relationship between annual income and job 
satisfaction. Waymer also found that there was a 
statistically significant relationship between annual income 
and job satisfaction for female social workers, while there 
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was no statistically significant relationship for male 
social workers. 
Coworkers Satisfaction 
Coworkers satisfaction assesses the level of worker 
satisfaction with fellow workers. It was defined as the 
degree of satisfaction with coworkers, which was thought to 
be determined by the work related interaction among 
coworkers and the mutual liking or admiration of fellow 
workers (Blazer and Smith, 1990). 
Emphasis was often placed on collegial cooperation by 
social workers in human service organizations. It was felt 
that this practice tends to increase job satisfaction and 
enables social workers and their coworkers to accomplish 
more for their clients. 
Butler (1990) concluded in her study on job 
satisfaction that social workers were most satisfied with 
their work activities and with their coworkers. She 
reported that male coworkers were more satisfied with their 
jobs than female coworkers. Butler suggested that because 
the majority of social workers were women, feelings of 
discrimination related to the fact that men held a 
disproportionate number of administrative positions in the 
profession may have contributed to women feeling less 
satisfied in their jobs. 
A study of community mental health social workers, 
coworkers satisfaction was reported as very important. The 
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report stated that the evidence is compelling that mental 
health systems require interdependent action among 
professional staff members. When coworker relations were 
strained, quality of services suffered (Buffman and Ritvo, 
1984). Also, the report stated that tension and 
disagreements were not necessarily dysfunctional, so long as 
they were managed with clear process for later decision 
making. It indicated that whether services were delivered 
in a matrix organization, in a team centered program, or in 
a traditional bureaucratic structure, effective services 
were characterized by high coworker interaction (Buffman and 
Ritvo, 1984). 
The effect of socio-emotional support of job 
satisfaction was examined for 189 MSW social workers in 
direct service settings chosen from the National Association 
of Social Workers' Register of Clinical Social Workers. 
Significant associations were found between job satisfaction 
and the availability of formal and informal support from 
supervisors and coworkers on the job (Krishef, 1981). 
The question of coworker support was included in a 
study which explored what emotional supports were available 
to African American human service workers. The study 
examined the relationship of emotional support available 
from supervisors, coworkers, and family to work related 
stress and strain. The study indicated that support from 
supervisors, coworkers, family, and professional colleagues 
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were significant predictors of job satisfaction (Bralison, 
Jones and Jayaratne, 1991). 
Promotions Satisfaction 
Promotions satisfaction measures the worker's 
satisfaction with the organization's promotion policy and 
the administration of that policy. Satisfaction with 
promotions was thought to be a function of the frequency of 
promotions, the importance of promotions, and the 
desirability of promotions (Blazer and Smith, 1990). 
From a sample of 1735 health care social workers 
identified as members of the National Association of Social 
Workers (NASW), a study on job satisfaction, burnout, and 
turnover was conducted which concluded that a minority 
(32.5%) of social workers in the study was satisfied with 
their jobs. The study report indicated that high job 
challenge and high perceived opportunity for promotion were 
significant predictors of job satisfaction (Siefert, et al., 
1991). 
Jayaratne and Chess (1986) reported that caseworkers 
were significantly more likely than administrators to report 
dissatisfaction with promotional opportunities. Caseworkers 
reported comparatively greater dissatisfaction with 
promotional opportunities in this study which suggested a 
picture of "blocked opportunities." The explanation, the 
researchers explained, could rest in the nature of job 
classification in social service agencies. They explained 
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that there is little or no recognition (in terms of status) 
given to the varying degrees of expertise and knowledge of 
social workers. This lack of status was seen as a "block" 
to promotional opportunities. In addition, given the 
possibility of lower turnover among administrators in a 
depressed economy, the study pointed out that the potential 
for advancement regardless of performance was slim at best 
for social workers seeking a promotion. 
Buffurn, in his 1984 study of community mental health 
social workers, reported that data on promotional 
opportunities within an organization required further 
research. He recommended to researchers that additional 
specifications for promotional opportunities be written 
because for professionals, promotional opportunities could 
mean a variety of action plans: promotion with new skills; 
promotion to a higher level of client involvement, promotion 
to supervisor. 
Supervision Satisfaction 
Supervision satisfaction reflects a worker's 
satisfaction with his supervisor. In general, the more 
considerate and worker centered supervisors are the greater 
the levels of worker satisfaction with supervisors (Blazer 
and Smith, 1990). 
In a study of 121 employees, a department of human 
resources concluded that overall job satisfaction and 
overall quality of the supervisory relationship were 
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positively correlated. Findings indicated that supervisors 
who were both supportive and positive in their relationships 
with workers were satisfied with their jobs (Newsome and 
Pellari, 1991). 
According to a study on supervision in the ecological 
context, the social work supervisory process is an essential 
part of social work activities which is known to include 
educational, self growth and administrative components. The 
study indicated that supervisors who lack competence were 
found to emphasize their power and control. Social workers 
attributed their dissatisfaction with supervision to the 
supervisors' exertion of power and control. The assumption 
of the study was understood in the light of the purpose of 
supervision to improve the professional functioning of the 
workers. The conclusion of the study indicated that social 
workers tend to associate the growth, administrative, 
control and expectation dimension of supervision with 
certain aspects of their work and treatment environments. 
Supervisors benefited from terms of worker satisfaction 
with their work, relationships among their coworkers, 
clients' freedom of expression and the clear organization 
and openness of the agency (Eisikovits, Meier, Guttman, 
Shurka and Levinstern, 1985). 
McNeely reported, in her study on occupation, gender 
and work satisfaction in a comprehensive human services 
department, that the importance of supervisory clarity was 
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the third best predictor of work satisfaction for females. 
For males, she reported that satisfaction related more to 
the perceptions about administrative superiors than to 
actual supervision (McNeely, 1984). 
The question of supervision support was included among 
the variables in a study which explored what emotional 
supports were available to African American human service 
workers. The study indicated that support from supervisors, 
coworkers, family, and professional colleagues were 
significant predictors of job satisfaction. 
Buffum and Ritvo pointed out, in their study of mental 
health professionals, that supervision is not synonymous 
with control. The finding of the study gives strong support 
to a model of supervision based on clear, negotiated 
relationships. Coaching as a model for supervision was 
recommended because it promoted job satisfaction. Coaching 
style supervision was supportive and recognized that 
differences exist in workers. It was felt that the adage 
about treating all employees the same did not recognize that 
workers were different (Buffum and Ritvo, 1984). 
Social Workers and Management Theories 
Reisman (1986) wrote that major changes in industrial 
management theories had significant implications for the 
field of social work. He reported that the essence of these 
changes was a shift of emphasis from formal hierarchical 
structure toward the needs of people in the organization. 
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Reisman stated that, traditionally, social workers did not 
look to big business as a source of insights for managing 
their social agencies. The assumption was that a basic 
incompatibility exists between the profit-making motives of 
business managers and the altruistic and human service 
objectives of social work professionals. Reisman pointed 
out that the changes taking place in many leading businesses 
warrant reassessment of this assumption. Today, new 
insights and values concerning people, organizations, and 
their interrelationships suggest a growing compatibility 
between business values and those of social work. 
According to Reisman, social workers appear to have an 
aversion to professional management concepts. He indicated 
that there were two conclusions that could be made about the 
pattern of de-emphasizing professional management techniques 
in social agencies. His first conclusion was based on a 
perception of the management function that overstated 
controlling to its supportive possibilities. His second 
conclusion was based on a pattern of denial by social 
agencies of the advantages of a well-managed organization in 
terms of efficient handling of financial and human 
resources. 
If, as Reisman contended, there was an aversion among 
social workers to utilizing management methods, the 
literature revealed a wealth of theories that could be 
applied in the management of complex organizations. 
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Researchers have developed very useful theories that proved 
to be helpful in understanding and managing people of human 
service organizations. 
Conceptual Models and Definitions pf Terms and Variables 
A review of the conceptual models for job satisfaction 
was achieved in order to select the most appropriate 
measurement instrument to be used in the study. The 
selected model to define and measure job satisfaction was 
the Job Descriptive Index (JDI). 
Job Descriptive Index (JDI) 
The Job Descriptive Index (JDI) was selected as the 
conceptual model to be used in defining and measuring job 
satisfaction. The JDI was selected because it allows for 
the analysis of the relationship of the five facets of job 
satisfaction of social workers in their work settings, and 
because the JDI was widely used by social scientists as a 
measurement for job satisfaction of employees in industry 
and in human service organizations. 
Job satisfaction was defined as the feelings social 
workers have about five facets of their work activities: 
the work itself, pay, coworkers, promotions and supervision 
with respect to their job or job experiences. The Job 
Descriptive Index (JDI) provided a measurement for the five 
facets of job satisfaction which are as follows: (1) work 
satisfaction which was concerned with the worker's 
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satisfaction with the work itself; (2) pay satisfaction 
addressed the attitude toward pay and was based on the 
perceived difference between actual pay and expected pay; 
( 3) coworkers satisfaction assessed the level of worker 
satisfaction with their fellow worker; (4) promotions 
satisfaction measured the worker's satisfaction with the 
organization's promotion policy and the administration of 
that policy; and (5) supervision satisfaction reflected 
social workers' satisfaction with their supervisor (Blazer 
and Smith, 1990). 
As a result of the Cornell Studies of Satisfactions, 
the research by Patricia Cain Smith (1969) and others 
resulted in the book that is now an authoritative source on 
job satisfaction. The book established the Job Descriptive 
Index (JDI) as an instrument that could be used with widely 
varying groups of individuals working under quite different 
kinds of employment situations. 
Research variables and significant terms used in this 
study were operationalized as follows: 
Certification - The credentialing of professionals in a 
given field and establishment of minimum requirements for 
professional practice and title protection. Certification 
will also refer to those statuses that specifically regulate 
school social work practitioners. In Georgia, a school 
social worker must complete an approved program in School 
Social Work at the master's or higher degree level and 
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obtain the professional recommendation from the preparing 
institution. 
Competence - Competence is generally defined as the 
repertoire of skills that enable a person to function 
effectively. 
Environment - The complex of social and cultural conditions 
affecting the nature of an individual or community. As a 
real life setting, the school comprises both a social 
environment and a physical environment (Germain, 1980). 
Coworker Satisfaction - Coworker satisfaction assesses the 
level of worker satisfaction with fellow workers. It was 
defined as the degree of satisfaction with coworkers which 
was thought to be determined by the work related interaction 
among coworkers and the mutual liking or admiration of 
fellow workers. 
Enrichment - Enrichment is defined as supervision or 
instruction by a social worker, school administrator, or 
peer group; consultation with a social worker or other 
professional outside the school; in service meetings, 
workshops, seminars, and conferences; and reading or 
consulting professional literature. 
Environment - The complex of social and cultural conditions 
affecting the nature of an individual community. As a real 
life setting, the school comprises both a social environment 
and a physical environment (Germain, 1980). 
59 
Job Satisfaction - Rue and Byars (1989) define job 
satisfaction as an individual's general attitude about 
his/her job or the mental state about the job. For purposes 
of this study, job satisfaction was defined as feelings a 
school social worker had about seven facets of work 
activities: preparation, role, work, pay, coworkers, 
promotions, and supervision. 
License - As defined by the Georgia Composite Board, license 
is a legal accreditation by the state government to engage 
in clinical social work practice in the state. The initials 
LCSW after the social worker's name indicates possession of 
the license and the relevant qualifications. 
Macro Practice - Professionally directed intervention 
designed to bring about planned change in organizations and 
communities. Macro practice is built on theoretical 
foundations, proceeds within the framework of a practice 
model, and operates within the boundaries of professional 
values and ethics. Macro level activities engage the 
practitioner in organizational, community, and policy arena. 
Pay Satisfaction - The perceived difference between actual 
and expected pay. Pay consists of amount of pay, the 
fairness of pay and fringe benefits. 
Promotion Satisfaction - A function of frequency of 
promotions, the importance of promotions, desirability. 
Promotion satisfaction consists of feelings about 
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promotional opportunities, promotion policies, and method of 
handling promotions. 
Role - Role refers to the "socially expected behaviors 
prescribed for a person occupying a particular social status 
or position in the social system" (Biddle and Thomas, 1966; 
Stream, 1974). This idea of role is based on the culture of 
the society, the institution, or both, without regard to the 
personality of individuals (Compton and Galaway, 1984). 
Supervision - Supervision is the act of overseeing and/or 
directing and inspecting the work performance of others. 
Supervision Satisfaction - The school social worker's 
satisfaction with his/her supervisor. This includes the 
support from the supervisor, fairness during supervision, 
and quality of supervisor. 
School Social Work - School social work must be viewed 
within the context of its setting and function (Hare, 1988). 
Poole (1949) wrote that school social work is "a service 
which contributes to the major purposes of the school. As 
such a service, school social work therefore is subject to 
influences within education as a social institution as well 
as to those factors in the larger society that influence 
education. School social workers are graduates of school of 
social work (with either Bachelor's or Master's degree) who 
use their knowledge, skills and abilities to provide social 
services to students, families and communities. 
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Work Satisfaction - Work satisfaction is defined as the 
worker's satisfaction with the work itself. This includes 
the kind of work done, the freedom to do the job, and the 
amount of job enrichment. 
Theoretical Framework 
Sound social work practice requires grounding in theory 
and an understanding of the profession's mission. From its 
beginnings, social work's mission has been to improve the 
interaction between persons and their natural social 
environment. It is imperative that different theoretical 
paradigms and perspectives be analyzed for their usefulness 
for social work's accomplishing this mission (Allen-Meares 
and Lane, 1987). 
The theories that serve social workers best as an 
adequate foundation for the understanding of human growth 
and human struggle are those theories that see human beings 
and their organizations as emergent or developing over time, 
and that hold an optimistic view of human potential for 
growth and change. Their basic concepts should focus on the 
strengths of people rather than their weaknesses, and on the 
needs and desires of people to cope with the tasks of life 
and growth from dependence to independence to inter¬ 
dependence. The theories, while recognizing the need of 
human systems for stability and consistency, should give 
primary weight to the internal push in both individuals and 
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the organizations they create toward growth and change 
(Compton and Galaway, 1979). 
Ian Robertson (1977) concluded that the workplace is an 
important arena in our lives. Whether we see it as a source 
of fulfillment and satisfaction, or as a source of boredom 
and indignity, or whether we view it as enjoyable in itself, 
or simply as a means of making a living, work is a central 
part of our lives. In America, according to Robertson, we 
derive our social status primarily from work and from the 
income that it produces. Work is such an important factor, 
in our lives that it even helps us to define our roles in 
society. 
From a review of the general and research social work, 
school social work, and job satisfaction literature, the 
theoretical rationale for the problem was developed. Two 
theoretical frameworks were the basis for this study: 
1) Human Relations; and 2) Equity Theory. 
Human Relations 
Human relations is the study of the practical attempts 
to achieve two separate goals of: 1) greater productivity 
at work; and 2) greater human satisfaction within the 
organization. Organizational goals such as productivity, 
growth and profit maximization are influenced by non-human 
factors such as the organization's size, structure, 
complexity, and degree of technological sophistication. 
Human goals such as job satisfaction, recognition, and 
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career advancement are influenced by many different kinds of 
social and psychological factors; as well as by the 
organizational condition of the work environment (Halloran, 
1978). Patterson (1959) defined the human relations 
approach as an organized effort to understand and respect 
the feelings, needs, desires, motives, and attitudes of 
workers rather than attempting to influence or to control 
them. 
Elton Mayo is given credit for initiating the human 
relations approach which gained prominence in the management 
of human service organizations. Mayo and associates 
conducted a series of studies known as the Hawthorne Studies 
in which it was concluded that the human element was much 
more important in the workplace than previous theorists 
realized and that individual social processes play a major 
role in shaping worker attitude and behavior. The studies 
emphasized the human concerns of the workers. Mayo's 
experiments in the manipulation of illumination for a group 
of workers caused increased productivity because 
participants felt they were receiving special attention and 
sympathetic supervision (Robertson, 1977). 
The human relations approach is particularly important 
in human services since it is assumed that the attitudes of 
the staff toward their work situation and their coworkers 
will have direct consequences on how they relate to their 
clients. This condition of job dissatisfaction is often 
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labeled as job burnout. According to Hasenfeld (1987), 
workers experiencing job burnout become detached and 
withdrawn from their clients, postpone client contacts, and 
assume cynical, negative and inflexible attitudes towards 
them. Research on job burnout (job dissatisfaction) 
supports the notion that job satisfaction occurs when jobs 
promote autonomy, promotional opportunities, and financial 
rewards. The establishment of the linkage between the well¬ 
being of the staff and of the clients was an important 
contribution of the human relations approach. The quality 
of relations with clients was influenced by the morale and 
job satisfaction of the workers (Hasenfeld, 1987). 
Equity Theory 
Proposed by J. Stacey Adams, equity theory is based on 
the idea that people want to be treated fairly in 
relationship to others. Inequity exists when a person 
perceives his or her job inputs to be less than the job 
inputs and outcomes of another person. An important point 
to note in this definition is that it is the person's 
perception of inputs and outcomes, not necessarily the 
actual inputs and outcomes. The other person in the 
comparison can be an employee in the person's work group or 
in another part of the organization (Rue and Byars, 1992). 
Inputs are what an employee perceives are his or her 
contributions to the organization (i.e., education, 
intelligence, experience, training, skills, and effort 
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exerted on the job). Outcomes are the rewards received by 
the employee (i.e., pay, rewards intrinsic to the job, 
seniority benefits, and status) (Rue and Byars, 1992). 
Equity theory also postulates that the presence of 
inequity in a person creates tension in a person that is 
proportional to the magnitude of the inequity. The tension 
will motivate the person to achieve equity or reduce 
inequity. The strength of the motivation varies directly 
with the amount of inequity (Rue and Byars, 1992). 
Summary 
The literature on school social work explores roles, 
tasks, practice theories, policy, certification/regulation, 
competence, professional development, and supervision. The 
literature covers every level of practice and offers sound, 
concrete suggestions for effective and expanded practice. 
Allen-Meares (1990) refers to school social work as a 
"powerful field of practice" with the potential to influence 
changes that maximize students' learning, and the potential 
to change adverse educational and social conditions. She 
puts forth the notion that perhaps the time is right to move 
from a reactive to a proactive stance, and call to the 
attention of administrators the array of services and 
knowledge practitioners bring to schools (Allen-Meares, 
1990) . 
The literature reveals the necessity and urgency that 
school social workers understand policies and practice at 
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the micro, messo, and macro level. Equally as important, 
they must begin to be in the forefront when social and 
educational policies are formulated. School social workers 
are clearly trained from a multi-system, multi-theoretical, 
multi-disciplinary approach in order that they are able to 
practice effectively in the social environment. 
According to Hare (1988), schools are a microcosm of 
the larger society and because they are designed to serve 
the children of the entire community, inevitably schools 
will reflect events and trends in society at large. 
Diversity is a trend with which schools are now faced. 
School social workers now need a cross-cultural perspective 
and the skills to assist teachers and administrators in 
understanding and appreciating the communities from which 
children of different racial, ethnic and cultural 
backgrounds come. 
The job satisfaction literature explored facets of job 
satisfaction. The available research indicated that job 
satisfaction was important because it affected the 
effectiveness, health, mental health, and social functioning 
of workers. Satisfied social workers are effective social 
workers. Dissatisfied workers provide inferior services. 
CHAPTER III 
SCHOOL SOCIAL WORKER: HISTORICAL DEVELOPMENT 
This chapter was presented as a basis for understanding 
the extensive history of school social work, as well as the 
importance and complexity of the profession. 
School social work began in the early twentieth century 
and originated outside of the school system. Social work in 
schools represented a response to the passage of compulsory 
school attendance and child labor laws, and new knowledge 
about individual differences among children. Other factors 
which were an impetus for social work in schools were the 
realization of the strategic place of school and education 
in the lives of children and concern for the relevance of 
education to the child's life at home and in the community. 
Private agencies and civic organizations supported the work 
until schools agreed to administer and finance it. The 
historical context is designed to provide a framework to the 
reader unfamiliar with the specialty field of school social 
work. This section will help the present day forces that 
have led to the development of school social work policies, 
programs and services. 
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.1.9.06-1929: The Beginning to the Mental Hygiene Movement 
The early twentieth century was an active period in the 
development of school social work. The important influences 
in its development were: (1) passage of compulsory school 
attendance laws; (2) new knowledge about individual 
differences among children and their capacity to respond to 
improved conditions; and (3) realization of the strategic 
place of school and education in the lives of young people 
along with concern for the relevancy of education to the 
young persons present and future (Costin, 1969). 
During the early twentieth century there was a growing 
concern about illiteracy of immigrant children, and about 
the literacy of American children who were working in the 
factories and the fields rather than in school. Central to 
that concern was the child's right to at least a minimum of 
education and the state's responsibility to secure this for 
all children. The way in which various institutions within 
society must interlock was evidenced by the necessity for 
concurrent progress for securing child labor legislation and 
compulsory school attendance statutes. It was noted that 
children could scarcely realize the benefits of child labor 
legislation if they were not required to go to school and 
were only turned from the factories into the streets; nor 
could they be effectively required to go to school if the 
law permitted them to work (Costin, 1969). 
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To secure legislation was not enough; the extent to 
which it was enforced was crucial to attaining the intended 
goals for children. Not all parents understood and accepted 
the importance of education for their children as provided 
for in the new legislation. Lack of adequate wages for 
adults in a family increased the desire of parents to have 
their children be old enough to become wage earners. There 
was no compulsory birth registration to make a child's age a 
matter of public record, consequently it was easy for 
children to claim to be old enough to work and secure 
"working papers" or "poverty permits" (Costin, 1969). 
The lack of effective enforcement of school attendance 
laws led to such studies as Edith Abbott and Sophonisba P. 
Breckinridge's on nonattendance problem in the Chicago 
schools. This study caused them to argue a need for school 
attendance officers, and they held that these should be 
social workers. They reasoned that the causes of 
nonattendance were interwoven with the social ills of the 
community, such as poverty, lack of adequate adult wage 
levels, illiteracy, and ill health-conditions that existed 
in many families not known to any social agency and only in 
contact with the school (Abbott and Breckinridge, 1917). 
As time progressed, some states extended the scope of 
compulsory education laws and schools were required to 
provide ages, abilities and interest. To this point there 
had been no great concern shown towards the child who was 
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"different" or troublesome. This child did not have to 
attend school and could drop out without question. The 
school could drop the child from the rolls and had no legal 
responsibility to provide an education. The introduction of 
compulsory attendance laws then forced educators to look to 
other professions for understanding of the varying 
characteristics of children in the classroom. Social 
workers contributed by helping educators understand how 
forces outside the school affected the child's ability to 
use the educational opportunities that were provided. 
Social workers also had ideas about how certain groups of 
children not in school could be helped to use education by 
improvements in home conditions and by adaptations within 
the school program. This was the first attempt to address 
the needs of children who were "unequal to the routine 
classwork because of mental defects." In 1908, the first 
separate department in the public schools was created in New 
York City and by 1915 there were 3,000 children throughout 
the city were "under the care of specially trained teachers 
who had liberty to adapt the school work to the children's 
particular needs (Wald, 1915). 
Social workers of the early twentieth century were 
keenly aware of the strategic place of school and education 
in the lives of children. In 1914, Sophonisba P. 
Breckindridge addressed the National Education Association 
and spoke of the magnitude of the school's task and the 
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extent to which its importance had gripped the conscience of 
the community: "To the social worker the school appears as 
an instrument of almost unlimited possibilities, not only 
for passing on to the next generation the culture and wisdom 
of the past, but for passing testing present social 
relationships and for securing improvements in social 
conditions" (Wald, 1915, 117-120). Her plea was for a 
closer study of failures of the school and the consequent 
loss in social well-being and for a more effective use of 
the school's opportunity for contact with the families of 
the community. 
Concurrently, other social workers were expressing 
concern about the necessity for the school to relate itself 
more closely to the present lives of the children. For 
example : 
Intelligent social workers seize opportunities for 
- observation, and almost unconsciously develop methods 
to meet needs. They see conditions as they are, and 
become critical of systems as they act and react upon 
the child or fail to reach him at all... Where the 
school fails, it appears to the social workers to so 
because it separates its works from all that makes up 
the child's life outside the classroom (Wald, 1915, 
117-120). 
Julius John Oppenheimer (1925) noted that during the 
early twentieth century, the influence of the social 
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settlements upon the development of school social work was 
very strong, both in respect to the type of methods used and 
in respect to the development of social centers in schools. 
Social workers, in settlements, noted that "the schools in a 
great city have an additional responsibility, as many of the 
pupils are deprived of home training because of extreme 
poverty..." (p. 134). They noted the insufficient numbers 
of visiting teachers to bring school and home together, and 
observed that the methods of the schools "never seemed... 
sufficiently related to the home conditions of vast numbers 
of the city's population" (Wald, 1915, 117-120). 
In 1916, the National Conference of Charities and 
Correction held its annual meeting. The general subject for 
the program of the Children's Committee was "Public 
Education and Social Service." One of the presenters 
undertook to define the tasks of the visiting teacher on the 
basis of data obtained from a questionnaire sent to a number 
of cities. The results showed considerable uniformity in 
organization, type of work, and method. Two phases of the 
work were noted: 
The first is interpreting to the school the child's 
out-of-school life; supplementing the teacher's 
knowledge of the child...so that she may be able to 
teach the whole child...assisting the school to know 
the life of a neighborhood, in order that it may train 
the children for the life to which they look forward. 
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Secondly, the visiting teacher interprets to the 
parents of the school and explains the peculiar 
difficulties and needs of the child (Culbert, 1916, 
28). 
As a result of a series of three year demonstrations in 
various communities under the auspices of the Commonwealth 
Fund, school social work expanded rapidly during the 1920's. 
After a consideration of different promising activities in 
the field of child welfare, the fund undertook a program for 
the prevention of delinquency in 1921. The prospectus of 
the program emphasized that "the visiting teacher does 
preventive work in the field of children's maladjustments, 
including juvenile delinquency, that the school holds the 
strategic position in regard to child welfare work, and that 
sound social case work is valuable in making the work of the 
school more effective (Oppenheimer, 1925). Consequently, 
the Commonwealth Fund placed thirty visiting teachers in as 
many communities, both urban and rural. Boards of Education 
responded by establishing visiting teacher positions in 
other communities. The National Association of Visiting 
Teachers grew stronger in numbers and increased its efforts 
to establish high standards of work among its members. The 
principal activity in school social work continued to be 
home-school-community liaison. Oppenheimer (1925) conducted 
a study to obtain a more detailed list of tasks than had 
been delineated in the 1916 definition of functions. His 
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methodology included an analysis of three hundred case 
reports, checked and expanded after interviews with visiting 
teachers. The study resulted in a list of thirty-two core 
functions of visiting teacher service. A review of the 
nature of these tasks reveals the emphasis on school/family/ 
community liaison as the main body of school social work 
activity. Half of the tasks involved helping the child's 
family use resources in the community. Eight of the tasks 
involved direct work with parents in relation to the child. 
Other tasks were concerned with interpreting the child or 
his environment to the school personnel. According to 
Costin (1969), not found in Oppenheimer's list of core 
functions were tasks involving a one-to-one ongoing 
relationship of a visiting teacher with an individual child 
to help him with his personal problems. 
One of the important functions of the school social 
worker, according to Oppenheimer, was to aid in the 
reorganization of school administration and of school 
practice by supplying evidence of unfavorable conditions 
that underlay children's school difficulties and by pointing 
out needed changes. Oppenheimer (1925) further noted: 
It is of great value to the school to have the 
benefit of the point of view of one who is officially 
connected with its staff, who is in thorough sympathy 
with its plans and methods, and yet constructively 
critical toward them; one who adds to this a vision 
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of the outside life and social environment of the 
children who are its pupils... The visiting teacher 
who is not constantly bringing in a picture of the 
needs of groups of school children loses a rare 
opportunity to aid in educational progress" (p. 5). 
The 1920's also saw the beginning of modifications in 
practice in response to the mental hygiene movement. The 
increasing recognition of differences among children and 
interest on the part of the mental hygienists in 
understanding behavior problems led to an effort on the part 
of visiting teachers to develop techniques for the 
prevention of social maladjustments. The importance of the 
emotional reactions of the child to his experiences in 
school began to be recognized. Costin (1969) notes that 
mental hygiene clinics were established in various schools, 
and the social worker began to assist in the diagnosis and 
treatment of "nervous" and "difficult children." 
Jessie Taft (1923) warned against considering a school 
mental hygiene program to be principally a psychiatric 
service in which the visiting teacher would serve as an 
adjunct to the clinic. Taft noted that: 
The only practical and effective way to increase 
the mental health of the nation is through its school 
system. Homes are too inaccessible. The school has 
the time of the child and the power to do the job. 
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It is for us who represent mental hygiene and its 
application through social case work to help the 
teacher; to see their vital responsibility for an 
education which shall mean the personal adjustment of 
the individual through the activities of the group 
(p. 398). 
The 1930's: The Depression 
The period of the Great Depression retarded the growth 
of school social work. Services provided by visiting 
teachers were either abolished or seriously cut back. The 
daily activities of school social workers were affected by 
the changed conditions. More time was devoted to caring for 
the physical needs of students (e.g. hot lunches, clothing), 
than was devoted to actual casework. Less emphasis was 
given to truancy and delinquency. As the depression 
escalated, federal programs were introduced to provide for 
the needs of families and social workers focused more on 
individual children. School social workers sought to avoid 
any image of authority or involvement with law enforcement 
duties, including attendance. Emphasis was placed on a goal 
of "happy, wholesome childhood for all children" (Hall, 
1936, 3). As a result, school social workers attempted to 
establish their work in more privileged school districts in 
many cities before attempting work in less privileged ones. 
This was an attempt to avoid any stigma and make it possible 
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to work effectively with children from all socioeconomic 
levels. 
As the social work profession, in general, sought to 
further redefine methodology and technique, some of the 
leading social workers of the 1930's warned of the need to 
see the role and potential of social case work in a broad 
social perspective. Charlotte Towle, discussing casework in 
schools, noted: 
We are coming not only to recognize the futility of 
persisting in situations which are beyond the scope 
of casework, but to realize also our social respon¬ 
sibility for revealing the inadequacy of social case 
work in these instances, in order that interest and 
effort may be directed toward social action.... I can 
imagine...that within the school, the visiting teacher 
frequently is asked to compensate to the child for what 
the schools lack. Because of the absence of certain 
educational facilities, the child's needs are not being 
met and the visiting teacher may be asked to take him 
on as a case work problem because behavior has been 
induced by the school inadequacies. In such instances, 
her responsibility lies in making case work limitations 
known, and in revealing the educational treatment issue 
(Towle, 1936, 15-16). 
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Another assessment of social casework and its proper 
use during the 1930's was conducted by Bertha Reynolds. 
Reynolds (1935) wrote: 
It is clear that the contribution of social case 
work is to supplement the best public administration, 
not to struggle to make up for the mistakes of a poor 
one. If a faulty school curriculum is causing every 
year thousands of school failures, it would be stupid 
to engage visiting teachers to work individually with 
the unsuccessful children. Why not change the 
curriculum and do away with that particular problem 
at one stroke (p. 238). 
In 1938, Edith Everett held an opposing view of what a 
school social worker's responsibility should entail. 
Everett's view held that the school social worker should 
accept existing school standards: 
Indeed, they are her allies, limiting the kinds of 
demands that may be made upon her — freeing her... 
to concentrate on helping children accept them as 
impersonal and inevitable as the change of seasons 
and to put their energy into growth rather than 
dissipate it in fighting or evasion. This should 
not imply that attendance laws and achievement 
standards may not — or should not — change. They 
will, but not through children's fighting them, or 
social workers ignoring or criticizing them. The 
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case worker in the school must accept them, recog¬ 
nizing their value to her, not only in the helpful 
limitation they provide, but equally in the fact that 
her acceptance affirms her place as an inherent part 
of the school (p. 334). 
The 1940's - 1950/s : Casework Service 
By 1940, the transition from the early focus on school 
and neighborhood conditions and social change to a clinical 
orientation in relation to individual personality needs 
appeared complete. Social casework was the method used and 
the technique was the development of effective 
relationships. It was generally accepted that social case 
work was the primary method of treatment and that the 
emotionally maladjusted child was the target of concern. 
Ruth Smalley (1947) described school social work as "a 
specialized form of social casework... It is a method of 
helping children use what the school offers them" (pp. 51- 
52). School social work was carried on primarily through 
the individual interview, and the relationship established 
as a result was the key to the help offered the child. 
During the forties and fifties, school social workers 
continued to include casework with parents in their 
definition of school social work along with direct work with 
children. They wanted to help parents perceive and share 
the school's concern for the child and to secure parental 
support for the school social workers' activities. They 
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placed emphasis on interpreting the child's problems to the 
parent, relieving tensions within the family, and enabling 
the parents to make necessary adjustments in their relation¬ 
ships with the child and to take action within the realm of 
parental responsibility. 
Collaboration and consultation with other school 
personnel was also increasingly stressed during the forties 
and fifties. During the late forties, Mildred Sikkema 
expanded the view of the potential of collaboration. She 
stressed the opportunity to go beyond helping school 
personnel increase their understanding of human behavior to 
the opportunity to help them translate this understanding 
into practice in curriculum formulation and planning in the 
classroom group process, or in school administration. 
Concurrently, Florence Poole (1949), describing the 
characteristics of school social work, pointed out that "the 
school social worker, as a member of the school staff, also 
participates with the administration and other staff members 
in developing the program of the school and in helping 
formulate policies and procedures" (p. 456). 
Another fifties thought is Robert Taber's plea to 
school social workers to assume responsibility for 
interpreting the problem of attendance to school policy 
makers. Taber (1954) listed certain school practices that 
he identified as contributing to a lack of responsibility on 
the part of the children and parents: 
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(1) We tend to rob children of their individuality, 
their most precious possession. (2) Although we 
recognize the importance of adapting an educational 
program to individual needs,...we still have a ten¬ 
dency to provide education on a mass production and 
assembly-line basis,... Likewise, we tend to establish 
a code of behavior to which we expect the child to con¬ 
form, .. . (3) We also have a tendency to sap the vigor 
of our children by substituting artificiality and 
inflexibility for vital experiences,... (4) Our con¬ 
fusion and vacillation over discipline are contagious 
to children,... (5) Despite the strides...made in 
developing parent-teacher associations, there are still 
too many schools in which parents and teachers have 
only a restrained or nodding acquaintance..." (pp. 
13-16). 
The 1960's: The Period of Changing Goals and Methods 
The rapid expansion of the country's young population, 
viewed in relation to some of the critical social problems 
of the sixties, necessitated a shift in direction for school 
social work. Schools were faced with a demand from the 
community for educational innovations reflective of the 
diverse characteristics of the community. A new awareness 
of the school as a social system was reflected, and the 
professions of education and social work began to 
collaborate to meet the needs of students who were unable to 
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utilize educational opportunities because of sociocultural 
problems. 
School social work literature began to urge a 
transition to new goals and methods of work as a response to 
the urgent social problems affecting large numbers of school 
age children. Group work appeared and was used by school 
social workers. Attention was given to developing 
additional social work methods in the schools. The 
interpretation of school social work as a casework service 
began to given way to experimentation with new methods of 
practice to prevent, treat or control problems of social 
functioning. The Council on Social Work in the Schools of 
the National Association of Social Workers established a 
committee to work with groups in the school setting, and the 
social work literature began to urge broader participation 
by social workers in the school utilizing their knowledge of 
group process and their skills in group treatment 
(Crowthers, 1963). 
In addition to a growing amount of social work with 
groups in the school setting, school social workers began to 
explore new ways of working with the community. Considerable 
confusion also arose concerning the roles of the various 
student specialists that underscored the need of each 
specialist to clarify his or her function and to measure 
that function against the critical needs of the students. 
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Other articles in the social work literature of the 
1960's pointed to the belief of some school social workers 
that the "basic conventional assumptions" of school social 
work need reappraisal so that more effective methods and 
techniques can be developed (Lornell, 1963) to fit the 
rapidly changing social scene. Concern was expressed that 
"increased professionalization has tended to produce 
rigidity" and that school social work was in danger of 
failing in inventiveness in the face of social change, new 
problems, and the need for innovations (Welsh, 1966, 3). 
1970's -.19.80's: Frop Social Consciousness to Turmoil 
The 1970's saw the beginning of a retrenchment from the 
social consciousness of the 1960's. The public was becoming 
less willing to endorse and increase social welfare programs 
and expenditures for the needy (Children's Defense Fund, 
1985). Growing numbers of children were considered to be 
needy. During the decade of the 70's, federal and state 
mandates to reform schooling in the United States and to 
guarantee certain pupil groups equal educational opportunity 
proliferated. The social contexts in which schools existed 
became more and more problematic and stressful for many 
students and their families. There were increases in 
poverty, mental illness, and reports of child abuse and 
neglect (Children's Defense Fund, 1985). All of these 
environmental factors played a role in the educational 
process. By the mid seventies, the role of the federal 
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government in education became entrenched. Social workers 
reexamined their goals and methods toward viewing the school 
as a social system and influencing its policies (Hare, 
1988). 
During the eighties, a major reform movement occurred. 
The National Association of Social Workers (NASW) was one of 
the first organizations to focus on the psychosocial 
components that affected educational performance. In 1985, 
at its Third National Conference on School Social Work, NASW 
released a report that detailed human and social barriers to 
attaining educational excellence and made recommendations to 
overcome them (Mintzies and Hare, 1985). Major recommen¬ 
dations included strengthening collaboration between school 
and community, strengthening pupil services, increasing 
parent involvement, emphasizing early intervention and 
prevention, and expanding the use of the school buildings. 
The turbulent activity in education during the eighties 
affected school social work. In 1986, Sandberg recommended 
that schools advocate for the widespread use of school 
social workers in serving abused and chronically acting-out 
students. His rationale was that "no other school-based 
professional is prepared by way of training or professional 
orientation to become involved in the students' home and 
with...community systems" (Sandberg, 1986, 131). 
Other social issues affecting schools in the eighties 
included homelessness, acquired immune deficiency syndrome 
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(AIDS), and human immunodeficiency virus (HIV) infection. 
Homelessness was created in part by the Reagan administra¬ 
tion's budget cuts for low-income housing. An alarming 
number of children became homeless and many attended school 
sporadically as they moved from shelter to shelter. Some 
school systems denied homeless children admission on the 
grounds that they lacked a permanent address (Center of Law 
and Education, Inc., 1987; Hechinger, 1987). HIV/AIDS 
presented a twofold challenge to school systems; (1) what 
policies to adopt concerning infected students and teachers; 
and (2) how to craft appropriate educational curricula to 
assist in the critical task of preventing the spread of the 
virus. In 1987, NASW released a position paper on AIDS 
education in schools advocating for the participation of 
school social workers in activities designed for children 
with AIDS and their families. 
The-122Ql£i integrated Services Movement 
The 1990's have experienced what is referred to as the 
Integrated Services Movement. Central to this movement is 
the belief that the systems of care, including school 
systems, can be improved through engineering new systems in 
which practitioners from various disciplines become partners 
to meet human needs (Franklin and Allen-Meares, 1997). The 
resulting service is sometimes referred to as school-linked 
services. School-linked services are valued as a means to 
provide direct services to children and families, connect 
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children and families with community services, coordinate 
services within schools, and facilitate communication among 
teachers, children and families (Allen-Meares, 1996; Levy 
and Shepardson, 1992, cited in Bailey, 1992). 
Linking human services may be viewed as a movement due 
to its involvement with reform initiatives in the areas of 
mental health, children's services, education, and health 
care. According to Hare (1995), the movement has emerged 
partially as a response to childhood poverty. 
The terms "school-linked services," "comprehensive 
services," "full service schools," "services integration," 
"wraparound services," "collocated services," and 
"interprofessional collaboration," have all been associated 
with the integrationists movement. These terms originated 
in different sectors but converge in philosophy concerning 
the need for collaboration and services integration (Kahn 
and Kammerman, 1992). Larson et al. (1992) defined school- 
linked services as a: 
part of a larger movement for more integration 
of education, health and social services for 
children... In the school-linked approach to 
integrating services for children, (a) services 
are provided to children and their families 
through a collaboration among schools, health 
care providers, and social service agencies; 
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(b) the schools are among the central participants in 
the planning and governing of the collaborative effort; 
and (c) the services are provided at, or are coor¬ 
dinated by personnel located at, the school or site 
near the school (Larson et al., 1992, 7). 
Proponents of the services integration movement refer 
to the school as a central hub for human services delivery 
because it allows maximum access to children. The effects 
of school-linked services on school social workers are not 
completely known. Some practitioners fear being replaced or 
are concerned about the political difficulties involved in a 
collaboration of many disciplines and professions. Other 
barriers are organizational and philosophical in nature 
(Franklin, C., Allen-Meares, P., 1997). 
Contemporary Context 
The socialization and education of young people has 
become one of the most debated topics among social scientist 
and educators. Questions concerning the appropriate 
treatment of diverse backgrounds and experiences have 
created a demand for a pluralistic educational system that 
recognizes and has respect for cultural differences. 
African Americans are expressing displeasure with a system 
that places heavy emphasis on Eurocentric knowledge and 
assigns "at-risk,” "culturally deprived," and other 
problematic labels to that which is not Eurocentric. 
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Persons with biracial backgrounds are expressing displeasure 
with being lumped into a single "Black" category. Puerto 
Ricans, Cubans and Mexicans do not necessarily want to be 
labeled into a single "Hispanic" or Latino category. 
Similarly, Japanese, Chinese, Korean, and Vietnamese 
immigrants are all very different. 
Families, schools and communities are experiencing 
rapid and enormous changes. Shifts in family patterns (e.g. 
two career families, single parent families, latchkey 
children, teenage parents, and transient families) pose new 
and daunting tasks for school personnel. Health issues such 
as children and parents with AIDS, school clinics that 
distribute condoms, and school based day care centers, 
create a climate for debate. Physical violence (student on 
student and student on personnel), shootings related to 
drugs and popular apparel, and gang activities have crept 
into the schools. 
One of the most compelling features of current school 
demographics is the growing sociocultural gap between 
students and school social workers. Although it appears 
that the percentage of students who are Latin, Asian, 
Indian, African, African-American, poor, and for whom 
English is a second language is increasing significantly, 
the number of school social workers from similar backgrounds 
is not. The increase in minority populations offers new 
challenges in the school environment. 
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There is a growing mismatch between linguistically, 
culturally, economically, and racially diverse children and 
a U.S. public school system "designed to serve monolingual, 
white, anglo, middle-class culture" (First, Kellog, Almeida, 
and Gray, 1991, 212). One of the greatest challenges facing 
schools into the 21st century is educating a student 
population that is increasingly diverse and disadvantaged. 
One of the most disturbing social issues of the past few 
decades is the growing number of American children who are 
living in poverty. Korbin (1992) noted that poverty among 
children has increased 21 percent since 1970, and 20 percent 
(more than 12 million) of all children now live in poverty, 
with children now representing the largest single group 
living in below the poverty line. Closely associated with 
this growing rate of childhood poverty is the growing number 
of homeless students. Paulu (1987) noted that there is a 
strong correlation between poverty and dropping out of 
school. 
In addition to the growing number of students living in 
poverty, classrooms are becoming more diverse. It is 
predicted that the number of non-Hispanic, white students in 
the U.S. will fall below 50 percent for the first time in 
history between 2030 and 2040, and that nearly one in four 
school aged children will be of Hispanic origin by 2030 
(Archer, 1996). Archer noted that because the dropout rate 
for Hispanic students in 1993 was 33 percent nationwide, it 
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can be anticipated that the number of students at risk of 
school failure and dropout will continue to grow. This is 
particularly true in urban schools with higher numbers of 
poor students of color. According to the Children's Defense 
Fund (1990), African American and Hispanic students are 
being suspended in disproportionate numbers leading to a 
hostile environment for many poor and disadvantaged 
students. 
School social workers are operating in an environment 
where practice approaches are largely restricted to crisis 
intervention, "Band-aid" solutions, and "putting out fires." 
School social workers are usually asked to respond only 
after a situation has reached crisis proportions, when 
available interventions are often too little, too late 
(Dupper and Evans, 1996). In addition, school social 
workers now face large caseloads, shrinking community 
resources, and students who are returned to classrooms that 
have not changed. Current practice approaches are reactive 
rather than preventive and fail to address school-level 
factors that exacerbate the problem (Dupper and Evans, 
1996). 
Many changes within the family, school, and the 
community combine to produce changes in school social work 




The State of Georgia has 159 counties. Of that number, 
10 make up the Metropolitan Atlanta urbanized area. This 
study focuses on school social workers in two of those 
counties and the City of Atlanta. The two counties are 
DeKalb and Fulton. The City of Atlanta lies primarily in 
Fulton County (the largest of the 10 counties) with a small 
portion in DeKalb County (the second largest of the 10 
counties). Each county has its own school system, 
Superintendent and Board of Education. 
PhilQSophjcal apd Methodological Approaches 
In 1945, Georgia enacted a Compulsory School Attendance 
Law which established the visiting teacher (school social 
worker) as a professional school person responsible for the 
promotion of pupil attendance. According to School Social 
Work in Georgia. A Guide to Practice (1993) the stated 
purpose of the law was to protect the educational rights of 
children, not to punish them. It was intended to help 
children attend and succeed in school. 
Georgia's school social workers occupy three distinct 
positions: 1) local public school social service workers 
who concentrate primarily on regular school-age children; 
2) local public school social workers who concentrate 
primarily on disabled students; and 3) psychoeducational 
center school social workers who work exclusively with 
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disabled students and their families (School Social Work in 
Georgia, 1993). 
The practice of school social work in school settings 
in Georgia is founded on five premises: 
- There are many reasons why some students are not 
successful in school and frequently exhibit 
undesirable behaviors. 
Many factors influence school performance, and 
often these factors lie outside the school 
environment. 
- Parents are valuable resources in solving these 
problems and should be encouraged to learn more 
about their child's school and the education their 
child is receiving. Likewise, schools should be 
encouraged to listen to the concerns of pupils and 
parents. The vast majority of parents want their 
children to receive a quality education. 
Frequently parents need to be assisted in using 
school and community resources. 
Special education services must be provided for 
those students with physical, intellectual, 
social, emotional or other educational 
disabilities (School Social Work in Georgia, 
1993). 
The Guide to Practice also reveals that school social 
work practice focuses on finding ways to resolve problems 
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which significantly interfere with a student's learning, 
achievement or adjustment. Accordingly, school social 
workers assess and intervene in the social, emotional, 
behavioral, and adaptive functioning of students. The 
Georgia Guide to Practice outlines five methodologies: 
Social Perspective - Social work training focuses 
on group processes and the dynamics of interactions 
between systems, e.g. individuals, families, groups and 
social institutions. 
Whole Child Focus - Social workers are concerned about 
academic as well as the physical, social, emotional and 
adaptive functioning of students in school, home and 
community. The worker seeks to understand the past and 
present factors of the problem situation. 
Problem-Solving Approach - School social workers bring 
a unique outlook to the tasks of problem definition and 
problem resolution. During the assessment phase, 
school social workers seek to discover how problems 
emerge. Using the social perspective, they are 
sensitive to the individual, group, family and social 
institutions' impact on functioning. School social 
workers draw on this knowledge to develop an inter¬ 
vention which is responsive to the needs of the child, 
school and family. 
Liaison With Home - By counseling, communicating, 
educating, interpreting and mediating, school social 
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workers help parents become aware of problems their 
child is experiencing in school, understand the 
school's expectations and their rights, and link 
parents with appropriate school personnel. School 
social workers also assist educators to understand the 
parents' view of the child and the school's role in the 
child's life. They help parents and educators 
understand and reframe home-school conflict, and guide 
the school and home to resolve differences. 
Liaison With Community Resources - School social 
workers are knowledgeable of agencies and services 
available in the community that can benefit the 
children they serve. Traditionally, school social 
workers work closely with departments of human 
resources and public health, mental health centers 
and juvenile probation officers. School social workers 
are uniquely qualified to coordinate referrals for 
services outside the education system. 
Services Pypyjded 
School social workers are trained to provide services 
to students, parents and educators. Depending on the 
school's needs and the worker/student ratio, the school 
social worker may offer a range of direct and indirect 
services. The Guide to Practice defines direct services as 
those support services provided by personal contact to the 
student and/or the families of the student with the goal of 
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enhancing the student's educational performance. Indirect 
services are those designed to improve the ability of others 
to meet the needs of the student. The focus of the service 
remains the student and the intermediate target of service 
delivery may be parents, educators, community agency 
personnel or others whose activities affect the student's 
educational success. 
Type of Population Served 
The school social worker is primarily involved in 
working with students who manifest blatant problems, 
regardless of race, creed, color, or socioeconomic status. 
State Response 
According to a March 14, 1995 article in the Atlanta 
Journal Constitution entitled "Family and Community Issues 
Challenge School Social Workers," social workers 
acknowledged that they are considered dispensable by some 
and are often confused with guidance counselors. Funding 
for school social workers was threatened when they were 
lumped in with school administrator positions that former 
Governor Zell Miller proposed to cut. In response, both 
houses of legislature voted to keep funding at the 1995 
levels, which follows the Quality Basic Education (QBE) 
formula of one full-time social worker for every 3,300 full¬ 
time equivalent students. 
CHAPTER IV 
METHODOLOGY 
This chapter describes the methodology employed in the 
study under the following headings: study site, sample 
description, survey questionnaire, and data collection, 
measurement of variables, and data analytical procedures. 
Study Site 
The site of the study was metropolitan Atlanta, 
Georgia, located in the southeastern United States. The 
metropolitan Atlanta urbanized area includes ten contiguous 
counties and the City of Atlanta. The two counties chosen 
for this study were DeKalb County and Fulton County. The 
City of Atlanta lies largely in Fulton County (the largest 
of the ten counties with a small portion in DeKalb County 
(the second largest). The site was chosen because of the 
size and accessibility to school social workers. 
Additionally, many of these school social workers prior 
association with Clark Atlanta School of Social Work 
enhanced the rapport between them and the researcher. 
Sample Description 
The sample consisted of school social workers employed 
full-time with three metropolitan Atlanta school systems in 
96 
97 
1999. There are ten school systems in metropolitan Atlanta 
and approximately 113 school social workers among the 10 
systems. The three systems selected for this study serve 
approximately 210,438 students and employ 73 persons 
identified as school social workers. However, of the 73 
persons employed as school social workers, 67 participated 
in the study. The review of the data revealed 64 
respondents actually identified themselves as school social 
workers. The remaining three identified their job title as 
something other than school social worker (e.g., visiting 
teacher, coordinator, and supervisor). Therefore, the three 
respondents were not included in the study. 
Survey Questionnaire and Data Collection 
A survey questionnaire entitled School Social Work 
Questionnaire was developed, field tested outside the study 
sample and finalized. Letters were written to selected 
school social work supervisors with a questionnaire 
attached. These letters were followed by telephone calls 
and conversations with each supervisor. 
The self administered questionnaire included 28 items. 
The 28 itmes were divided into 3 parts: 1) demographics; 
2) knowledge, skills and abilities; and 3) job satisfaction. 
Instructions directed respondents to choose only one answer 
for each question. 
After receiving permission to proceed, the 
questionnaires were delivered to a regularly scheduled 
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meeting of social workers in each of the three systems. The 
researcher explained the purpose of the study and 
distributed the questionnaire. The questionnaire took 
approximately 5 minutes to complete. Upon completion, the 
questionnaires were collected, coded and entered into a 
computer data file utilizing Statistical Package for Social 
Sciences (SPSS). 
Measurement of the ...Dependent Variable 
Job satisfaction is the dependent variable of this 
study. This variable consists of two broad categories: 
performance related measures and employment related 
measures. Performance related measures have 3 dimensions: 
1) those variables related to work of self; 2) those related 
to coworkers; and 3) those related to everyone. Self 
related work variables refer to questions number 14 and 15 
of the questionnaire (i.e., the kind of work I do on my job 
and the freedom I have to do my job). Coworkers related 
variables refer to questions 20 through 22 of the question¬ 
naire (i.e., the cooperation from my coworkers, the 
competency of the people I work with and the on-the-job 
interactions with fellow workers) Question 16, the job 
enrichment opportunities I have at work, is related to 
everyone as it refers to employers' initiative of job 
development programs/training. 
Employment related measures, likewise, consist of three 
dimensions: pay, promotions and supervision. The first 
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dimension, pay, refers to questions 17 through 19 of the 
questionnaire (i.e., the amount of pay I get on my job, the 
degree to which I am fairly paid for the job I do and the 
amount of fringe benefits I receive). Promotions, the 
second dimension, refers to questions 23 through 25 (i.e., 
the opportunities I have for promotions, the promotion 
policies of my agency, and the method in which promotions 
are handled). The third and last dimension, supervision, 
refers to questions 26 through 28 (the support I receive 
from my supervisor, the degree of fairness I receive during 
supervision, and the quality of supervision I receive on the 
job). 
All the responses to the above variables have four 
categorical options which are coded for measurement purposes 
in the following manner: 1 = very dissatisfied; 2 = 
dissatisfied; 3 = satisfied; and 4 = very satisfied. The 
reliability analysis of these responses yielded an alpha 
coefficient of .8553. 
Measurement Pf Independent Variables 
Six independent variables were selected for the study. 
Of these, five are structural and one is functional. The 
structural variables represented three specific categories: 
1) social characteristics (gender and race); 2) economic 
characteristics (education and income); and 3) demographic 
characteristic (age). The functional category involved the 
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variable on current job site as a proxy of social workers 
case load. 
All of the responses to the above variables have 
categorical options which are coded for measurement purposes 
in the following manner: 
a) Social Characteristics 
1. Gender 1 = male, 2 = female 
2. Race 1 = Black, 2 = White, 3 = Asian, 
4 = Latino 
b) Economic Characteristics 
1. Education 1 = associate, 2 = bachelors, 
3 = BSW, 4 = Masters, 5 = MSW, 
6 = Specialist, 7 = Doctorate 
2. Annual Income 1 = under $20,000, 2 = $20,000 
- $29,999, 3 = $30,000 - 
$39,999, 4 = $40,000-$49,999, 
5 = Over $50,000 
c) PQMograpfrig characteristic 
Age 1 - Under 30, 2 = 30-39, 3 = 40-49, 
4 = 40-49, 5 = over 50 
d) Current Job site 
1 = Elementary School; 2 = Middle School; 
3 = High School; 4 = Combination of Schools 
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Data Analytical Procedures 
Statistical treatment of data was univariate analysis 
including frequency distribution and percentages. Bivariate 
analysis was crosstabulation. Descriptive analysis enabled 
the researcher to develop demographic profiles of the study 
sample. 
Because the data are heavily skewed to school social 
workers who are satisfied with many of the Job Descriptive 
Index items, they did not produce a distribution of adequate 
cases across independent variable categories to warrant 
testing statistical significance of any hypothesis. For 
this reason, this study is limted to descriptive analysis of 
any observed differences. 
CHAPTER V 
DATA ANALYSIS 
This chapter contains data resulting from data 
analysis. It addresses each of five research questions 
previously stated in Chapter I. 
Research Questions 
Research Question 1: What is the existing level of 
job satisfaction in terms of 
performance ard employment 
related factors among school 
social workers? 
Overall, the majority of school social workers are 
satisfied with performance related satisfaction measures. 
Six specific performance related items measured three 
factors. Two of the factors are related to self (kind of 
work, freedom to do the job), three are related to coworkers 
(cooperation of coworkers, competency of coworkers, 




Table 1. Frequency Table of Job Satisfaction Among School 






Kind of work I do 
on my job 
Dissatisfied 2 3.1 3.1 3.1 
Satisfied 32 50.0 50.0 53.1 
Very Satisfied 30 46.9 46.9 100.0 
Total 64 100.0 100.0 
Freedom to do 
my job 
Very Dissatisfied 1 1.6 1.6 1.6 
Dissatisfied 2 3.1 3.1 4.7 
Satisfied 20 31.3 31.3 35.9 
Very Satisfied 41 64.1 64.1 100.0 
Total 64 100.0 100.0 
Job enrichment 
opportunities I 
have at work 
Very Dissatisfied 1 1.6 1.6 1.6 
Dissatisfied 7 10.9 11.3 12.9 
Satisfied 36 56.3 58.1 71.0 
Very Satisfied 18 28.1 29.0 100.0 
Total 62 96.9 100.0 
Missing System 2 3.1 
Total 64 100.0 
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Table 1. (continued) 
Valid Cumulative 
Frequency Percent Percent Percent 
Amount of Pay 
Very Dissatisfied 5 7.8 7.8 7.8 
Dissatisfied 9 14.1 14.1 21.9 
Satisfied 33 51.6 51.6 73.4 
Very Satisfied 17 26.6 26.6 100.0 
Total 64 100.0 100.0 
Fairly paid for 
job I do 
Very Dissatisfied 3 4.7 4.7 4.7 
Dissatisfied 13 20.3 20.3 25.0 
Satisfied 35 54.7 54.7 79.7 
Very Satisfied 13 20.3 20.3 100.0 
Total 64 100.0 100.0 
Fringe Benefits 
Very Dissatisfied 2 3.1 3.1 3.1 
Dissatisfied 3 4.7 4.7 7.8 
Satisfied 32 50.0 50.0 57.8 
Very Satisfied 27 42.2 42.2 100.0 
Total 64 100.0 100.0 
Cooperation from 
coworkers 
Very Dissatisfied 1 1.6 1.6 1.6 
Dissatisfied 2 3.1 3.1 4.7 
Satisfied 46 71.9 71.9 76.6 
Very Satisfied 15 23.4 23.4 100.0 
Total 64 100.0 100.0 
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Competency of the 
people I work with 
Very Dissatisfied 2 3.1 3.1 3.1 
Dissatisfied 3 4.7 4.7 7.8 
Satisfied 51 79.7 79.7 87.5 
Very Satisfied 8 12.5 12.5 100.0 
Total 64 100.0 100.0 
Interaction with 
fellow workers 
Dissatisfied 7 10.9 10.9 10.9 
Satisfied 40 62.5 62.5 73.4 
Very Satisfied 17 26.6 26.6 100.0 
Total 64 100.0 100.0 
Opportunities 
for promotion 
Very Dissatisfied 8 12.5 12.5 12.5 
Dissatisfied 24 37.5 37.5 50.0 
Satisfied 30 46.9 46.9 96.9 
Very Satisfied 2 3.1 3.1 100.0 
Total 64 100.0 100.0 
Promotional policies 
Very Dissatisfied 7 10.9 11.1 11.1 
Dissatisfied 29 45.3 46.0 57.1 
Satisfied 24 37.5 38.1 95.2 
Very Satisfied 3 4.7 4.8 100.0 
Total 63 98.4 100.0 
Missing System 1 1.6 
Total 64 100.0 
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Methods in which 
promotions are 
handled 
Very Dissatisfied 7 10.9 11.1 11.1 
Dissatisfied 29 45.3 46.0 57.1 
Satisfied 24 37.5 38.1 95.2 
Very Satisfied 3 4.7 4.8 100.0 
Total 63 98.4 100.0 
Missing System 1 1.6 
Total 64 100.0 
Support received 
from supervisor 
Very Dissatisfied 2 3.1 3.1 3.1 
Dissatisfied 3 4.7 4.7 7.8 
Satisfied 27 42.2 42.2 50.0 
Very Satisfied 32 50.0 50.0 100.0 
Total 64 100.0 100.0 
Degree of fairness 
during supervision 
Very Dissatisfied 1 1.6 1.6 1.6 
Dissatisfied 3 4.7 4.7 6.3 
Satisfied 30 46.9 46.9 53.1 
Very Satisfied 30 46.9 46.9 100.0 
Total 64 100.0 100.0 
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Very Dissatisfied 2 3.1 3.2 3.2 
Dissatisfied 2 3.1 3.2 6.3 
Satisfied 32 50.0 50.8 57.1 
Very Satisfied 27 42.2 42.9 100.0 
Total 63 98.4 100.0 
Missing System 1 1.6 
Total 64 100.0 
Table 1 shows that the majority of school social 
workers expressed their satisfaction with all six 
performance related measures. However, the satisfaction of 
the self-performance is higher than that of their coworkers. 
Nevertheless, the interaction with fellow workers is 
reported to be frequently satisfied and very satisfied, thus 
perceived differences in work performance between self and 
others did not hinder the level of their sociability. This 
may be because social workers by nature are expected to have 
a higher level of adaptability and adjustability to the 
differences in attitudes and behavior of other members of 
society. 
Overall, the majority of school social workers reported 
satisfaction with two (pay and supervision) of the three 
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(pay, supervision, promotions) employment related factors. 
Nine specific items measured the three factors. Three items 
are related to pay (amount of pay, fairly paid for job, 
fringe benefits), three and related to promotions 
(opportunities for promotions, promotional policies, methods 
in which promotions are handled), and three are related to 
supervision (support from supervisor, fairness during 
supervision, quality of supervision). 
Table 1 shows that the majority of school social 
workers express their satisfaction with six of the nine 
employment related items. One half of the sample 
respondents reported dissatisfaction with promotional, 
opportunities and even higher numbers were formed in these 
response categories form promotional policies and method of 
handling promotions. This may be because the limited 
opportunity structure for promotions may force a person to 
stay at the same occupational designation for a prolonged 
period of time which in itself is sufficient to cause 
boredom and lack of motivation and eventually manifest 
frustration. This adverse mindset may be worsened when 
promotional policies and methods of handling promotions are 
perceived negatively. In the short term this may result in 
the development of a hostile environment between 
administrators and employees (in this case school social 
workers). In the long run the employee may resort to one of 
the three options: 
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1. The employee may accept the reality that his or her 
frustration over lack of promotional opportunities and 
the existing methods of handling those promotions will 
not alter the situation and therefore it is practical 
to do what is minimally required of him or her to meet 
their requirements. 
2. If the employee perceives that these adverse 
promotional conditions are only related to that 
particular workplace he or she may choose to change 
their employment to enter an organization where they 
perceive better promotional conditions. 
3. If the employee has confidence in his or her 
abilities to improve their personal situation they 
may go into the entrepreneurial world by establishing 
their own business and yet having the advantage of 
contacts they established and developed over a period 
of time in the place that they worked. 
Research Question 2: Does job satisfaction among 
school social workers, if any, 
vary significantly based on 
gender and race? 
Job dissatisfaction among school social workers was 
observed to be more prevalent for three items than for any 
of the twelve items that were used to measure the job 
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descriptive index (JDI) facets. The three items were: 
promotional opportunities, promotional policies and methods 
of handling promotions. 
Table 2. Differential Satisfaction of Opportunities for 
Promotion by Gender 








Male Count 2 5 5 1 13 
% within 
Gender 
15.4 38.5 38.5 7.7 100.0 
Female Count 6 19 25 1 50 
% within 
Gender 
11.8 37.3 49.0 2.0 100.0 
Total Count 8 24 30 2 64 
% within 
Gender 
12.5 37.5 46.9 3.1 100.0 
Table 2 shows that approximately 53% of male school 
social workers reported dissatisfaction or very dissatisfied 
with promotion opportunities. Approximately 49% of females 
reported dissatisfaction or very dissatisfied with promotion 
opportunities. Thus, no noticeable gender differences was 
observed in promotion opportunities for school social 
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workers. No test for statistical significance of the 
observed differences was conducted because of the limited 
number of cases. 










Male Count 2 5 5 1 13 
% within 
Gender 
15.4 38.5 38.5 7.7 100.0 
Female Count 5 24 19 2 50 
% within 
Gender 
10.0 48.0 38.0 4.0 100.0 
Total Count 7 29 24 3 63 
% within 
Gender 
11.1 46.0 38.1 4.8 100.0 
Table 2A shows that approximately 53% of the male 
school social workers reported dissatisfaction or very 
dissatisfied with promotion policies. Approximately 58% of 
females reported dissatisfaction or very dissatisfied with 
promotion policies. Thus, no noticeable gender difference 
was observed in promotion policies for school social 
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workers. No test for statistical significance of these 
observed differnces was conducted because of the limited 
number of cases. 
Table 2B. Differential Satisfaction of Methods in Which 
Promotions Handled by Gender 








Male Count 1 7 3 2 13 
% within 
Gender 
7.7 53.8 23.1 15.4 100.0 
Female Count 5 21 21 3 50 
% within 
Gender 
10.0 42.0 42.0 6.0 100.0 
Total Count 6 28 24 5 63 
% within 
Gender 
9.5 44.4 38.1 7.9 100.0 
Table 2B shows that approximately 62% of male school 
social workers reported dissatisfaction or very dissatisfied 
with the method in which promotions are handled and 52% of 
females reported dissatisfaction or very dissatisfied with 
the method in which promotions are handled. No noticeable 
gender difference was observed in the methods for school 
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social workers. No test of statistical significance of the 
observed difference was conducted because of the limited 
number of cases. 
Table 2C. Differential Satisfaction of Opportunities for 
Promotion by Race 








Black Count 7 19 17 2 45 
% within 
Race 
15.6 42.2 37.8 4.4 100.0 
White Count 1 4 12 17 
% within 
Race 
5.9 23.5 70.6 100.0 
Other Count 1 1 1 
% within 
Race 
100.0 100.0 100.0 
Total Count 8 24 30 2 64 
% within 
Race 
12.5 37.5 46.9 3.1 100.0 
Table 2C shows that approximately 58% of Black school 
social workers and 29% of White social workers reported 
dissatisfaction or very dissatisfied with promotion 
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opportunities for school social workers. Thus, a noticeable 
race difference was observed in promotion opportunities for 
school social workers. Black school social workers 
dissatisfaction was reported to be two times greater than 
that of White school social workers. No test of statistical 
significance of the observed difference was conducted 
because of the limited number of cases. 
Table 2D. Differential Satisfaction of Promotional Policies 
by Race 








Black Count 7 23 12 3 45 
% within 
Race 
15.6 51.1 26.7 6.7 100.0 
White Count 5 11 5 
% within 
Race 
31.3 68.8 100.0 
Other Count 1 1 1 
% within 
Race 
100.0 100.0 100.0 
Total Count 7 29 24 3 63 
% within 
Race 
11.1 46.0 38.1 4.8 100.0 
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Table 2D shows that approximately 67% of Black school 
social workers reported dissatisfaction or very dissatisfied 
with promotion policies for school social workers. 
Approximately 31% of White school social workers reported 
dissatisfaction. Thus, a noticeable race difference was 
observed in the promotion policies for school social 
workers. Black school social workers dissatisfaction was 
reported to be two times greater than that of White school 
social workers. No test of statistical significance was 
conducted because of the limited number of cases. 
Table 2E. Differential Satisfaction of Methods in Which 
Promotions are Handled by Race 





satisfied Satisfied Satisfied Total 
Black Count 6 26 9 4 45 
% within 
Race 
13.3 57.8 20.0 8.9 100.0 
White Count 1 14 1 16 
% within 
Race 










Table 2E. (continued) 












Total Count 6 28 24 5 63 
% within 
Race 
9.5 44.4 38.1 7.9 100.0 
Table 2E shows that approximately 72% of Black school 
social workers reported dissatisfaction or very dissatisfied 
with the method in which promotions are handled for school 
social workers. Approximately 6% of White school social 
workers reported dissatisfaction with the method in which 
promotions are handled. Thus, a noticeable race difference 
was observed in the method in which promotions are handled 
for school social workers. Black school social workers 
dissatisfaction was reported to be twelve times greater than 
that of White school social workers. No statistical test of 
significance was conducted because of the limited number of 
cases 
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Overall, the majority of school social workers reported 
dissatisfaction with promotion opportunities, promotion 
policies and the method in which promotions are handled. 
There was no noticeable gender difference in any of the 
three promotion categories. This may be because gender has 
no bearing on the school social workers desire to avoid 
remaining at the same occupational designation for a 
prolonged period of time, thereby, avoiding boredom, de- 
motivation, frustration, and ultimately a hostile 
environment between administrators and themselves. Social 
work by its very nature seeks to make the environment 
supportive and enabling. Given that both males and females 
have chosen such a profession, it may follow that both would 
dissatisfied with a structural environment in which the 
opportunities, policies and methods for promotions is not 
perceived positively. 
Overall, the noticeable observed difference in 
dissatisfaction with promotion opportunities, policies and 
methods in which promotions are handled was reported in the 
race category. Black school social workers reported 
noticeably more dissatisfaction than White school social 
workers in all three promotion categories. Black school 
social workers reported two times greater dissatisfaction 
with promotion opportunities and policies; and twelve times 
greater dissatisfaction with the methods in which promotions 
are handled than did White school social workers. This may 
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be because the workplace has historically been a difficult 
place for Blacks to negotiate Equal employment opportunity 
created the impression that the opportunity for promotions, 
promotion policies and the methods in which promotions are 
handled would also be equal. However, there are many 
documented cases of complaints filed by Black employees 
charging denied promotions or no opportunity for promotions, 
unfair promotions policies and unfair methods in which 
promotions are handled. 
Given the history of the workplace as it related to 
Blacks and promotions, it is not unreasonable to find that 
Black school social workers would reported a heightened 
dissatisfaction if the promotional opportunities promotion 
policies and the method in which promotions are handles are 
perceived negatively. 
Research Question 3: Does job satisfaction among 
school social workers, if any, 
vary significantly based on 
education and annual income? 
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Table 3. Differential Satisfaction of Opportunities for 
Promotion by Education 












Bachelors Count 1 1 2 
% within 
Education 
31.3 50.0 50.0 100.0 




Masters Count 2 5 7 
% within 
Education 
28.6 71.4 100.0 
MSW Count 5 13 12 30 
% within 16.7 
Education 
43.3 40.0 100.0 
Specialist Count 3 8 11 22 
% within 13.6 
Education 
36.4 50.0 100.0 





Table 3. (continued) 
Opportunities for Promotion 
Education 
Very Dis- Dis¬ 
satisfied satisfied Satisfied 
Very 
Satisfied Total 
Total Count 8 24 30 2 64 
% within 12.5 37.5 46.9 
Education 
3.1 100.0 
Table 3 shows that approximately 60% or 18 of the 30 
school social workers with MSW degrees reported 
dissatisfaction or very dissatisfied with promotion 
opportunities, and 50% or 11 of the 22 with specialist 
degrees reported satisfied or very dissatisfied. Thus, a 
small but noticeable education difference was observed in 
promotion opportunities. The statistical test of 
significance was conducted because of the limited number of 
cases. 
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Bachelors Count 1 1 2 
% within 
Education 
50.0 50.0 100.0 




Masters Count 2 5 7 
% within 
Education 
28.6 71.4 100.0 
MSW Count 4 15 9 1 29 
% within 13. 
Education 
8 51.7 31.0 3.4 100.0 
Specialist Count 3 11 8 22 
% within 13.6 
Education 
50.0 36.4 100.0 





Table 3A. (continued) 
Promotional Policies 
Education 
Very Dis- Dis- Very 
satisfied satisfied Satisfied Satisfied Total 
Total Count 7 29 24 3 63 
% within li.i 
Education 
46.0 38.1 4.8 100.0 
Table 3A shows that approximately 66% or 19 of the 29 
school social workers with MSW degrees reported dis¬ 
satisfaction or very dissatisfied with promotion policies. 
Approximately 64% or 14 of the 22 school social workers with 
specialist degrees reported dissatisfaction or very 
dissatisfied with promotion policies. No noticeable 
difference in education was observed in promotion policies. 
No statistical test of significance was conducted because of 
the limited number of cases. 
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Table 3B. Differential Satisfaction of Methods in Which 
Promotions Handled by Education 












Bachelors Count 1 1 2 
% within 
Education 
50.0 50.0 100.0 




Masters Count 2 4 1 7 
% within 
Education 
28.6 57.1 14.3 100.0 
MSW Count 3 15 10 1 29 
% within 10.3 
Education 
51.7 34.5 3.4 100.0 
Specialist Count 3 11 7 1 22 
% within 13.6 
Education 
50.0 31.8 4.5 100.0 





Table 3. (continued) 








Total Count 6 28 24 5 63 
% within 9.5 
Education 
44.4 38.1 7.9 100.0 
Table 3B shows that 62% or 18 of the 29 school social 
workers with MSW degrees reported dissatisfaction or very 
dissatisfied with the methods in which promotions are 
handled. Approximately 64% or 14 of the 29 with specialist 
degrees reported dissatisfaction or very dissatisfied with 
the methods in which promotions are handled. Thus, no 
noticeable education difference was observed in the method 
in which promotions are handled. 
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Table 3C. Differential Satisfaction of Opportunities for 
Promotion by Annual Income 
Opportunities for Promotion 
Very Dis- Dis- Very 
Annual Income satisfied satisfied Satisfied Satisfied Total 



















5.3 47.4 36.8 10.5 100.0 





14.3 35.7 50.0 100.0 





17.9 35.7 46.4 100.0 




12.5 37.5 46.9 3.1 100.0 
Table 3C shows that approximately 52% or 10 of 19 
school social workers earning $30,000 to $39,999 reported 
dissatisfaction and very dissatisfied with promotion 
opportunities. Approximately 50% or 7 of the 14 earning 
$40,000 to $49,999 and 54% or 15 of the 28 earning over 
$50,000 reported dissatisfaction and very dissatisfied with 
promotion opportunities. Thus, no noticeable income 
difference was observed in promotion opportunities. No 
statistical test of significance was conducted because of 
the limited number of cases. 
Table 3D. Differential Satisfaction of Promotional Policies 
by Annual Income 
Promotional Policies 
Very Dis- Dis- Very 
Annual Income satisfied satisfied Satisfied Satisfied Total 



















63.2 26.3 10.5 100.0 
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Table 3D. (continued) 
Promotional Policies 
Very Dis- Dis- Very 
Annual Income satisfied satisfied Satisfied Satisfied Total 
$40,000 
-49,999 




15.4 46.2 38.5 100.0 





17.9 39.3 42.9 100.0 




11.1 46.0 38.1 4.8 100.0 
Table 3D shows that approximately 63% or 12 of the 19 
school social workers earning $30,000 to $39,999 reported 
dissatisfaction with promotion policies. Approximately 61% 
or 8 of 13 earning $40,000 to $49,999 reported dissatisfied 
to very dissatisfied with promotion policies. Thus, no 
noticeable income difference in promotion policies was 
observed. No statistical test of significance was conducted 
because of the limited number of cases. 
Table 3E. Differential Satisfaction of Methods in Which 
Promotions Handled by Annual Income 
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Methods in Which Promotions Handled 
Very Dis- Dis- Very 
Annual Income satisfied satisfied Satisfied Satisfied Total 



















57.9 31.6 10.5 100.0 
$40,000 
-49,999 




15.4 38.5 46.2 100.0 





14.3 42.9 35.7 7.1 100.0 




9.5 44.4 38.1 7.9 100.0 
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Table 3E shows that approximately 58% or 11 of the 19 
school social workers earnings $30,000 to $39,999 reported 
dissatisfaction with the methods in which promotions are 
handled. Approximately 53% or 7 of the 13 earning, $40,000 
to $49,999 reported dissatisfaction or very dissatisfied and 
approximately 57% or 16 of the 28 earning over $50,000 per 
year reported dissatisfaction with the method in which 
promotions are handled. Thus, no noticeable income 
difference was observed in the method in which promotions 
are handled. No statistical test of significance was 
conducted because of the limited number of cases. 
Overall, school social workers with MSW and specialist 
degrees reported dissatisfaction with promotion 
opportunities, promotions policies and method in which 
promotions are handled. This may be because those school 
social workers with MSW and specialist degrees expected that 
earning a higher degree (the greater the degree, the greater 
the expectation) would lead to increased opportunities for 
promotions and that promotion policies and the method in 
which promotions are handled would support that expectation. 
These school social workers may develop an adverse mindset, 
and perceive that the years earning an advanced degree have 
not been translated into increased opportunity. Therefore, 
if the expectation of increased opportunity is not met and 
the perception exists, it is not unreasonable that dis¬ 
satisfaction would be reported. 
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Overall, the majority of school social workers earning 
$30,000 to over $50,000 per year reported dissatisfaction 
with promotion opportunities, promotion policies and the 
methods in which promotions are handled. This variable has 
to be further investigated in terms of age, academic 
credentials and case load to see if their status quo (title 
of occupation) is the issue. This may be especially the 
case because the majority of them reported satisfaction with 
pay they receive. 
The popular image of a social worker is anyone who 
engages themselves in some form of intervention in handling 
social problems regardless of their formal training, 
academic credentials, effectiveness in performance or level 
of contribution to the field. Thus, the blanket title 
"social worker," lumps together all service workers into a 
single category. School social workers may feel stagnated 
and have the need to get away from the social stigma, 
thereby, seeking occupational prestige. Given this public 
image, school social workers who fail to be distinguished 
from others by virtue of their training, academic 
credentials and years of service may despartly seek to be 
promoted into occupational categories that are comparable to 
the titles of the main stream school system (e.g., 
supervisor, coordinator, administrator, etc.). 
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Research Question 4: Does job dissatisfaction 
among school social workers, 
if any, vary significantly 
based on age? 
Table 4. Differential Satisfaction of Opportunities for 
Promotion by Age Group 








Under 30 Count 1 3 8 12 
% within 8.3 
Age Group 
25.0 66.7 100.0 
30-39 Count 1 6 3 10 
% within 10.0 
Age Group 
60.0 30.0 100.0 
40-49 Count 3 7 9 1 20 
% within 15.0 
Age Group 
35.0 45.0 5.0 100.0 
Over 50 Count 3 7 9 1 20 
% within 15.0 
Age Group 
35.0 45.0 5.0 100.0 
Total Count 8 23 29 2 62 
% within 12.9 
Age Group 
37.1 46.8 3.2 100.0 
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Table 4 shows that approximately 50% or 20 of the 40 
school social workers in the 40 to over 50 age group 
reported dissatisfaction and very dissatisfied with 
promotion opportunités. No statistical test of significance 
was conducted because of the limited number of cases. 
Table 4A. Differential Satisfaction of Promotional Policies 









Under 30 Count 6 5 11 
% within 
Age Group 
54.5 45.5 100.0 
30-39 Count 1 5 3 1 10 
% within 10.0 
Age Group 
50.0 30.0 10.0 100.0 
40-49 Count 3 8 8 1 20 
% within 15.0 
Age Group 
40.0 40.0 5.0 100.0 
Over 50 Count 3 9 7 1 20 
% within 15.0 
Age Group 
45.0 35.0 5.0 100.0 
Total Count 7 28 23 3 61 
% within 11.5 
Age Group 
45.9 37.7 4.9 100.0 
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Table 4A shows that approximately 55% or 11 of the 20 
school social workers in the 40 to 49 age group reported 
dissatisfaction and very dissatisfied with promotion 
policies. Approximately 60% or 12 out of the 20 school 
social workers in the over 50 age group reported 
dissatisfaction and very dissatisfied with promotion 
policies. Thus, no noticeable age group difference was 
observed in promotion policies. No statistical test of 
significance was conducted because of the limited number of 
cases. 
Table 4B. Differential Satisfaction of Methods in Which 
Promotions Handled by Age Group 








Under 30 Count 6 5 11 
% within 
Age Group 
54.5 45.5 100.0 
30-39 Count 1 4 4 1 10 
% within 10.0 
Age Group 
40.0 40.0 10.0 100.0 
40-49 Count 2 8 8 2 20 
% within 10.0 
Age Group 
40.0 40.0 10.0 100.0 
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Table 4B. (continued) 








Over 50 Count 3 9 6 2 20 
% within 15.0 
Age Group 
45.0 30.0 10.0 100.0 
Total Count 6 27 23 5 61 
% within 9.8 
Age Group 
44.3 37.7 8.2 100.0 
Table 4B shows that approximately 50% or 10 of the 20 
school social workers in 40 to 49 age group reported 
dissatisfaction and very dissatisfied with the method in 
which promotions are handled. Approximately 60% or 12 of 
the 20 school social workers in the over 50 age group 
reported dissatisfaction and very dissatisfied with the 
method in which promotions are handled. A small but 
noticeable difference in the over 50 age group was observed 
in the method in which promotions are handled. No 
statistical test of significance was conducted because of 
the limited number of cases. 
Overall, the majority of school social workers 40 and 
above reported dissatisfaction with promotion opportunities, 
promotion policies and the method in which promotions are 
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handled. This may be because those school social workers 40 
and over may have experienced disappointment with promotions 
and feel that opportunity for promotion has eluded them. 
Question 5: Does job dissatisfaction among school 
social workers, if any, vary 
significantly based on current job site? 
Table 5. Differential Satisfaction of Opportunities for 
Promotion by Current Job Site 
Opportunities for Promotion 
Very Dis- Dis- Very 
Current 
Site 
Job satisfied satisfied Satisfied Satisfied Total 





50.0 33.3 16.7 100.0 






High Count 1 3 1 5 
School 
% within 20.0 
Current 
Job Site 
60.0 20.0 100.0 
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Table 5. (Continued) 
Opportunities for Promotion 
Very Dis- Dis- Very 




Count 7 18 23 1 49 
Schools % within 
Current 
Job Site 
14.3 36.7 46.9 2.0 100.0 




12.5 37.5 46.9 3.1 100.0 
Table 5 shows that approximately 51% or 25 of the 49 
school social workers assigned to a combination of schools 
reported dissatisfaction and very dissatisfied with 
promotion opportunities. No noticeable job site difference 
was observed. No statistical test of significance was 
conducted because of the limited number of cases. 
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Table 5A. Differential Satisfaction of Promotional Policies 
by Current Job Site 
Promotional Policies 
Very Dis- Dis- Very 
Current Job satisfied satisfied Satisfied Satisfied Total 
Site 





33.3 33.3 16.7 100.0 





75.0 25.0 100.0 





20.0 60.0 20.0 100.0 
Combina¬ 
tion of 
Count 6 24 17 1 48 
Schools % within 
Current 
Job Site 
12.5 50.0 35.4 2.1 100.0 
Total Count 7 29 24 3 63 




Table 5A shows that appoximately 62% or 28 of the 48 
school social workers assigned to a combination of schools 
reported dissatisfaction and very dissatisfied with 
promotion policies. No noticeable job site difference was 
observed in promotion policies. No statistical test of 
significance was conducted because of the limited number of 
cases. 
Table 5B. Differential Satisfaction of Methods in Which 
Promotions Handled by Current Job Site 
Methods in Which Promotions Handled 
Very Dis- Dis- Very 
Current 
Site 
Job satisfied satisfied Satisfied Satisfied Total 





66.7 16.7 16.7 100.0 





50.0 50.0 100.0 
High Count 1 3 1 5 
School 
% within 20.0 
Current 
Job Site 
60.0 20.0 100.0 
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Table 5B. (continued) 
Methods in Which Promotions Handled 
Very Dis- Dis- Very 




Count 5 21 20 2 48 
Schools % within 
Current 
Job Site 
10.4 43.8 41.7 4.2 100.0 




9.5 44.4 38.1 7.9 100.0 
Table 5B shows that approximately 52% or 27 of the 48 
school social workers assigned to a combination of schools 
reported dissatisfaction with the method in which promotions 
are handled. No noticeable job site difference was observed 
in the method in which promotions are handled. No 
statistical test of significance was conducted because of 
the limited number of cases. 
Overall, the majority of school social workers are 
assigned to a combination of schools and reported dis¬ 
satisfaction and very dissatisfied with promotion 
opportunities, promotion policies and the method in which 
promotions are handled. Perhaps those assigned to a 
combination of schools desire promotions because of a 
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perceivably more complex work load. The age range of 
students may be 5 to 17 and cover grades K to 12. Problems 
may range from disciplinary to pregnancy, or from homeless¬ 
ness to mental health. Social workers may be assigned to 3 
or more schools and are expected to serve each one equally 
and effectively. The school social worker's perception may 
be that this type assignment constitutes a more difficult 
assignment and a heavier case load, and therefore, 
promotions are desired and deserved. If these school social 
workers are not promoted it may appear that they are not 
recognized for the level of service that they render. 
CHAPTER VI 
CONCLUSIONS, DISCUSSIONS AND RECOMMENDATIONS 
The study was designed to answer five questions related 
to the job satisfaction of school social workers in three 
Metropolitan Atlanta school systems. The conclusions, which 
were based on the data analysis are presented in this 
chapter. 
A brief discussion of each question was presented in 
order to summarize the findings presented to encourage 
research relating to the job satisfaction of school social 
workers. 
The first research question asked: 
What is the existing level of job satisfaction in 
terms of performance and employment related 
factors among school social workers? 
Overall, the majority of school social workers were 
satisfied with the three performance related factors and two 
of the three employment related factors. It was concluded 
that the school social workers’ level of satisfaction with 
self-performance was greater than with the performance of 
coworkers, however, the interaction with fellow workers was 
reported satisfied and very satisfied. It is, further, 
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concluded that the difference in work performance between 
self and others did not hinder the level of sociability. 
Although the majority of school social workers reported 
satisfaction with two employment related factors, one half 
of the sample reported dissatisfaction with promotion 
opportunities and even greater dissatisfaction with 
promotion policies and the method in which promotions are 
handled. 
The second research question asked: 
Does job dissatisfaction among school social 
workers, if any, vary significantly based on 
gender and race? 
In sum, the majority of school social workers reported 
dissatisfaction with promotion opportunities, promotion 
policies, and the method in which promotions are handled; no 
noticeable gender difference was observed. It was concluded 
that job dissatisfaction does not vary significantly based 
on gender. 
The noticeable differences in dissatisfaction with 
promotion opportunities, policies and methods was observed 
in the race category. It was concluded that job 
dissatisfaction does vary significantly based on race. 
Black school social workers reported two times greater 
dissatisfaction with promotion opportunities and policies, 
and twelve times greater dissatisfaction with the method in 
which promotions are handled, than did white school social 
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workers. It is further concluded given the history of the 
workplace as it relates to race and equal opportunity, it is 
not unreasonable that blacks would report greater dissatis¬ 
faction than whites. 
The third research question asked: 
Does job dissatisfaction among school social 
workers, if any, vary significantly based on 
education and annual income? 
The majority of school social workers held MSW or 
specialist degrees and reported dissatisfaction with 
promotion opportunity, policies and the method in which 
promotions are handled. It was concluded that job 
dissatisfaction does not vary significantly based on 
education. A small but noticeable difference in education 
was, however, observed between MSW and specialist degrees. 
MSW school social workers appear to be slightly more 
dissatisfied than those with specialist degrees. 
The majority of school social workers earning $30,000 
to over $50,000 per year reported dissatisfaction with 
promotion opportunities, promotion policies, and the method 
in which promotions are handled. Given that the majority 
of them reported satisfaction with the pay they 
receive; it was concluded that this variable must be further 
investigated in terms of age, academic credentials and case 
load to determine if their status quo (title of occupation) 
is the issue. 
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The fourth research question asked: 
Does job dissatisfaction among school social 
workers, if any, very significantly based on age? 
The majority of school social workers ranged in age of 
40 to over 50 and reported dissatisfaction with promotion 
opportunities, policies and the method in which promotions 
are handled. It was concluded that job dissatisfaction does 
not vary significantly based on age. A small but noticeable 
difference in age was observed, possibly because age by its 
very nature; more often than not, may limit the chance of 
promotion. 
The fifth research question asked? 
Does job dissatisfaction among school social 
workers if any, vary significantly based on 
job site? 
Overall, the majority of school social workers were 
assigned to a combination of schools and reported dissatis¬ 
faction with promotion opportunities, policies and methods 
in which promotion opportunities are handled. It was 
concluded that job dissatisfaction does not vary 
significantly based on job site. Given that the majority of 
school social workers were assigned to a combination of 
schools, perhaps the further investigation of this variable 
is warranted to determine if case load size and complexity 
is the issue. 
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Implications for Practice and Policy 
The majority of school social workers participating in 
this study reported satisfaction with their job. However, 
one half of the sample reported dissatisfaction with 
promotion related items. Perhaps school social workers 
perceive that opportunities for promotion exist to some 
degree, however, the policies relating to promotions, (e.g. 
eligibility for applying or being considered for non- 
traditional positions) do not recognize the school social 
worker's multi faceted abilities; nor support the school 
social worker's desire to move into an arena other than 
direct practice. If policies do not support the oppor¬ 
tunities, it would, then, follow that school social workers 
would report dissatisfaction with the methods in which 
promotions are handled. 
Given that school social workers are functioning in a 
host environment, it becomes imperative that teachers, 
administrators and educational policy makers are clear that 
school social workers are highly skilled, well trained, 
multidisciplinary professionals who are qualified to hold 
positions other than direct practice. There is also a need 
for the education arena to create policy acknowledging the 
diverse, invaluable and professional contributions of the 
field so that school social workers are properly utilized 
and recognized. 
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A review of the 1997-1999 Georgia Public Education 
Report Card for Atlanta City Schools, DeKalb County and 
Fulton County reveals that school social workers are not 
given a separate professional designation as are teachers 
and administrators (see Appendix D, Certified Personnel 
Data). One can only assume from the reports that they are 
grouped with support personnel. Further review of the 
reports indicates that 64 school social workers are 
responsible for approximately 271 schools. Clearly, in view 
of the increasing number and complexity of social problems 
experienced in today's society, there is an overwhelming 
need for school social workers. 
Recommendations 
As the next century approaches social work practice in 
the school environment will be profoundly influenced by the 
magnitude of new and complex social problems. Clearly, 
school social workers will be needed more than ever before. 
Increasing school violence, the ever increasing numbers 
of children who are homeless and otherwise living in 
poverty, medical problems, diverse cultural backgrounds, and 
growing numbers of children for whom English is a second 
language, present monumental challenges for school social 
workers. All of these challenges have an enormous potential 
to drain resources, negatively influence policy decisions, 
limit the effectiveness of school social work practice and 
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ultimately create low job satisfaction or burnout in school 
social workers. 
This researcher believes that educators, policy makers 
and indeed, the school social work profession, must place 
more emphasis on the importance of school social work 
practice and the importance of job satisfaction as it 
relates to effective practice. Given the magnitude of the 
social problems that school social workers must address, the 
large caseloads, and the multiple site assignments; more and 
improved resources are needed. School social work has a 
responsibility to initiate and advocate for change, 
especially during key policy making periods. School social 
workers must be participants when policy decisions are made 
that affect education, children, families and communities, 
and ultimately school social work practice. Job satis¬ 
faction must be maintained at an optimal level if school 
social workers are to be effective at a macro level of 
practice. Only at the macro level can school social workers 
practice fully and successfully in the educational arena. 
Additionally, schools can ill afford social workers who 
cannot or do not provide quality service. If job satis¬ 
faction is not maintained, schools are likely to experience 
greater turnover, absenteeism, frustration and emotional 
exhaustion among school social workers. Thus, the need for 
more research focusing on the well-being of school social 
workers. 
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Social work professionals must conduct research to 
support the need for macro level practice and job satis¬ 
faction. 
It is, therefore, recommended that the following 
questions be considered for future research: 
1. Is there a relationship between case load size and 
the job satisfaction of school social workers? 
2. Is there a relationship between the number of site 
assignments and the job satisfaction of school 
social workers? 
3. Is there a relationship between occupational title 
and the job satisfaction of school social workers? 
Is there a relationship between macro practice and 




CLARK ATLANTA UNIVERSITY 
February 25, 1999 
Dear 
This letter is submitted on behalf of Ms. Roslyn Harper and Ms. Katrina Henderson, students 
matriculating in the doctoral program in social work at Clark Atlanta University School of Social 
Work. To fulfill the degree requirements, they must complete satisfactory dissertations. 
For dissertation research, Ms. Harper would like to examine correlates of job satisfaction among 
Atlanta Public School System, Fulton County School System and DeKalb County School System 
social workers. Ms. Henderson would like to examine homelessness in the Atlanta, Fulton 
County and DeKalb County School Systems and the effect of homelessness on students from the 
school social workers’ perspective. 
Ms. Harper and Ms. Henderson propose to administer the attached questionnaire at each of the 
referenced school systems during the next regular school social workers’ meeting. The 
questionnaire has been pre-tested and the amount of time required for its administration is 
approximately twenty minutes. As you peruse the questionnaire, you will observe that every 
precaution has been taken to ensure anonymity. Thus, such items as social security numbers, 
telephone numbers, names and addresses are omitted from the questionnaire. 
I do hope you will favorably consider this request and permit Ms. Harper and Ms. Henderson to 
administer the questionnaire. If you have questions, please contact me at (404)880-8006 or you 
may wish to communicate directly with Ms. Harper and Ms. Henderson. 
School of Social Work 
Clark Atlanta University 
RL/evg 
223JAMES P. BRAWICY DRIVE, S.W. • ATUVNTA, GEORGIA 30314-4391 • (404)880-8000 
tf.Umm lm*tn UK WU CJmr. US) 
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APPENDIX B 
School Social Work Questionnaire 
Dor Social Wafer 
We aie students in the PhJ). Program at Gaik Atlanta Uaivaaiiy School of Sodai Work. 
We invite yon to panicipaae in a study of school social weaken. Tba «pose of the sudy is to 
lean more about the knowledge. shuts, feelings and attitudes of «al 'warm who work tor 
Kdm 12 schools. 7V qutnomtain wtfl take ottfyftm mumn » confirm. 
Part L Demographics 
Placeamark (x)oextioihe appropriate hem. Chooseodyoneanswer (breachquestion. 
1. My gender is: Q Malt 2) Fanait 
2. My current job title is: 1) School Social Wota 9 VMô* Tocher 3) Otar 
1 My current job site is: I) ^Bernaiy Scbool.9 MUtaSchoal 9 Hfei School 
4)   Caabiwiiao of schools (UkSatMi-MfeM) 
4.. My tfe group is: 1) Under» 9 30.31 9 40-40 9 war» 
5. My race/ethnic group is: 1) Black 9 Wtaa 9 Ain 9 Lata 
3)  NaSwAsokm 9 Otar 
6. My highest educational degree: I) Aaaodaw 9 Barbate's 9 BSW 
4)  Muss 3) MSW 9 Specinta 7) Deems 
7. My annual income is: 1) Ueder«OjOOO 9 saouU>-79599 
9 S 30000-39599 9 $40,000 • 49599 9 OorttOuOOO 
S. The following best describes my work history: t) School Sorid Wok 9 DFACS 
3) Odd Wetfaa Cotter than Df ACS) 9 Sochi Services CotertanChfldWettta) 
3) Menai Health 9 Otikbca A Youth Servies 7) fevcoiieCstot 9 Otar 
9. I have school social sort: certification: 1) Y« 9 No 
10.1 am a licensed social worker I) Yoa 9 No 
Please go to next page >> 
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APPENDIX B (continued) 
Put 0 How mch do 70m i|m with Ihe foOowiag statements? 
Please write the appropriate aomberia the blank beside each stetesreec. 
Ï 2 3 4 
Strongly Disagree Disagree Agree Strongly Agree 
  11. Thebvwiedgr I acquired from my education/degree program has been usefhl » 
are ■ my job ee a «tool social wte 
  12. My e&catka /degree program equipped me wûh dre specific sMb seeded re 
perform ay job aa a reboot socialwater. 
pafoRB atyjobasasdiooisocial wodret*****V°VMa 
Part m Bow satisfied are yew with the toflowing aspecta of jour job? 
HUM MUMM ihm Zu UML ^ J . - - - X- ------- new «Tue uic appvvpniK luunncr u me ran* oesiQC oco vriarmcnc. 
î 2 3 i 
Very Dissatisfied Dissatisfied Satisfied Very Satisfied 
 14. The hod of work I do oa toy job. 
 IS. The freedom I have ® do my job 
 16. Thejohmfichmetiicpponiiviitesllreveitwerit. 
 17. The amount of pay l get on my job. 
 IS. The degree to which I am fiiiiy paid for the job I da 
 19. The amount of fringe benefits I receive. 
 20. The cooperation from toy coworiren. 
 21. The competency of the people I worit with. 
 22. The on-the-job interaction with feBow woken. 
 23. Theoppononitks I have (hr promotions. 
 24.. The promotional policies of my agency/organization. 
 25. The method in which promotions are handled. 
 26. lhe support I receive from my supervisee. 
   27. The degree of fairness I receive daring supervisa». 
 28. The quality of supervision I receive oa the job. 
Please gore next page >> 
APPENDIX B (continued) 
Part TV Homeitn Students: 
pfcase mark ( x ) next to (he appropriate item. Choose only ooe answer for each question. 
29. An there homeless students in /our school system? !) Va 9. No 
3a Do you have homeless studena ii your present caseload? 1)  Ym 2 No 
31. Whatpanioa of your caseload repose» boneless andean? l) Non 
9 Lea dm 10* 3) 10» 23% 4) 26» 30% 3) Mow dm 30% 
32. Tbtavst productive sourer for identifying homeless students (select one). 
1) Satan 9 A»acr/Ckstaanm 9 School prend 4) tana 
9 Wnh « Otar 
33. The service mostfrtqucntty requested by bnrocka sudeno (select ooe). 
I) Food 9 Ootaeg 9 Baaieoqr Shota 4) Tmqinnwini 
9 Affordable Honsnf 6) Other 
34. How successful we your intervention strategies with homeless students? 
1) VayUaocecotal 9 UnaxeaM 9 Suoceata 9 VwySacccaM 
Hon nidi do you agree with the following statement*? 
Flea» write the appropria» amber à the bbak beside each astern*. 
j j 3 4 
Strongly Disagree Disagree Agree Strongly Agree 
 33.I have access » adcquaie resources so meet the social need* of homeless students? 
 36.1 am satisfied that I am meeting the social needs of homeless students. 
 37.1 have accès to adequate resources to meet the physical needs of homeless smdena? 
 38. lam satisfied that! am meeting the pkpsied needs of homeless students. 
   39. I have access to adequate resowdb to meet the emotional needs of homeless studena? 
 40. I am satisfied that lam meeting the motional needs of homeless smdena. 
 41. I have access to adequate resources to meet the educational needs of homeless studena? 
 42. I am satisfied that I am meeting die eduanioM/needs of homeless students. 
Thank You Very Much. < < End of Questionnaire > > 
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APPENDIX C 
Table 6. Demographic Profile of Metropolitan Atlanta School 
Social Workers (N = 64) 
Variable Frequency Percent Valid % Cum % 
Gender 
Male 13 20.3 20.3 20.3 
Female 51 79.7 79.7 100.0 
Age Group 
Under 30 12 18.8 19.4 19.4 
30 - 39 10 15.6 16.1 35.5 
40 - 49 20 31.3 32.3 67.7 
Over 50 20 31.3 32.3 100.0 
No Answer 2 3.1 
Race 
Black 45 70.3 70.3 70.3 
White 17 26.6 26.6 96.9 
Other 2 3.1 3.1 100.0 
Education 
Associate 1 1.6 1.6 1.6 
Bachelor 2 3.1 3.1 4.7 
BSW 1 1.6 1.6 6.3 
Masters 7 10.9 10.9 17.2 
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APPENDIX C (continued) 
Table 6. (continued) 
Variable Frequency Percent Valid % Cum % 
Education (continued) 
MSW 30 46.9 46.9 64.1 
Specialist 22 34.4 34.4 98.4 
Doctorate 1 1.6 1.6 100.0 
Annual Income 
Under $20,000 2 3.1 3.1 3.1 
$20,000-$29,000 1 1.6 1.6 4.7 
$30,000-$39,000 19 29.7 29.7 34.4 
$40,000-$49,000 14 21.9 21.9 56.3 
Over $50,000 28 43.8 43.8 100.0 
Current Job Title 
School Social Worker 64 100.0 100.0 100.0 
Current Job Site 
Elementary School 6 9.4 9.4 9.4 
Middle School 4 6.3 6.3 15.6 
High Schhol 5 7.8 7.8 23.4 
Combination 49 76.6 76.6 100.0 
of Schools 
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APPENDIX C (continued) 
Table 6. (continued) 
Variable Frequency Percent Valid % Cum % 
School Social Work 
Certification 
Yes 58 90.6 90.6 90.6 
No 6 9.4 9.4 100.0 
Licensed Social Worker 
Yes 29 45.3 45.3 45.3 
No 35 54.7 54.7 100.0 
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APPENDIX D 
1997-98 GEORGIA PUBLIC EDUCATION REPORT CARD 
ATLANTA CITY SCHOOLS - 761 
The Georgia Publlo Education Report Cord Is designed to «rot systems and school* in educational 
improvement. TM* report card oontains * variety of data «tenants. An explanation of the tsrms 
is prortded as » companion to «h» report card dota. Please refer to the defMtons fcr the most 
effective use of the reported data. 
STUDENT DATA 
Earallawat. k« Rac«/Ethateit« aatf 3 
Total Black White Hispanic Asian 
il PWH- roota] Mate Fatnolo 




































* of Student 
Population 
Gifted 
(Grades K-12) 3,190 S.4* 
Nat-Vocational Labs 
(Gradas 9-12) 11,996 83.7* 
Vocational Labs 




ntflklc to Receive 
38,670 64.4* 







Car oil aoat ta toapaiwtort Prayraai 
* of Student 
Enrollment Population 
Special Eduoatton 
(Or ados K-12) 4^37 7.7* 
PK 247 N/A 
English to Speakar* of 










Title 1 (Grades K-12) 
Number of schools vrfth : 
Schoohride program 89 
Tif^tUd AfiiiUno* pro^TMi 2 
No Title 1 program 7 
Be toi nod Students, if Roce/Ethaiclty and Sax 
Total 
American Multi- 
Blade White Hisoanie Asian Mian raoial Male Female 
3,272 3,077 77 99 16 2 1 




APPENDIX D (continued) 








/Siimiwiy» itgfy Support Personnel PK-12 Teachers 
ftenher 343.00 340.00 3,631.40 
Aver eye Annual Salery $61,443.32 $47,79632 $40.01305 
Aver eye Contract Bays 219.80 200.01 19038 
Aver aye Daily Salery $27935 $238.97 «20935 
r,.n t». ruirTinv 343 340 3,631 
Pert-tine 0 0 1 
Male 95 SO 623 
Female 248 290 3,009 
4 Vr Bachelor's 0 14 1.795 
5 Yr Master's 110 203 1381 
6 TV Specialist's 133 91 202 
7 Yr Doctoral 100 32 45 
Other* 0 0 9 
Black 295 288 2,956 
Vrtiite 47 SI 633 
Hbpenic 0 1 36 
Asian 1 0 7 
Amerieen Indian 0 0 0 
Multiracial 0 0 0 
<1 2 1 237 
1-10 11 75 1,241 
11-20 67 111 863 
21-30 200 103 966 
>30 63 SO 303 
Aver aye 24.79 19.18 15.13 
* includes One- end Two-Veer Vocational Certificates. 
Certified Staff Position Ratios 
. f A a—j— •—»— A - n * * r fluniRusvinr runo 
11:1 




Student Enrollment/AII Teachers 
16:1 
Category 
84.2* 7.9* 7.9% 
Support 
istrators Personnel 
1997-98 6C088IA PUBLIC EOUCATKM REPORT CARO 
Atlanta City Schools - 761 
Laoeioi ILMJM ILoeohooed WOwe Vient * DPMeoCR 
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APPENDIX D (continued) 
1997-98 GEORGIA PUBLIC EDUCATION REPORT CARD 
DEKALB COUNTY SCHOOLS - 644 
The Georgia Public Education Report Gird is designed to assrst systems and schools in educational 
improvement. This report cord contains a variety of data elements. An explanation of the terms 
is provided as a companion to the report card data. Please refer to the definitions for the most 
effective use of the reported data.  
STUDENT DATA 
Earollment, by Race/Ethnicity oad Sex 




racial Male Female 










































(Grades 9-12) 20,950 84.3» 
Vocational Labs 
(Grades 9-12) 9,364 385» 
Alternative Programs 
(Grades 6-12) 199 < 1* 






6-12 1,179 2.3* 
9-12 1,074 3.9» 
Enroll ment ia Compensatory Progron 
Program » of Student 
Program Enrollment Population 
Special Education 
(Grades K-12) 7,014 7.8» 
PK 499 N/A 
English to Speakers of 






Assistance (S1A) 1,121 3.3* 
(Grades K-3) 
Title 1 (Grades K-12) 
Number of schools with : 
Schoohride program 3 
Targeted Assistance program 47 
No Title 1 program 57 
Retoioed Students, bg Race/Etbaicity oad Sex 
Total 
American Multi- 
Black White Hispanic Asian Indian racial Male Female 
2,556 2,176 158 108 64 2 48 
85.1* 6.2» 4.2* 25* 0.1* 1.9» 
1,561 995 
61.1* 38 9» 
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APPENDIX D (continued) 
CERTIFIED PERSONNEL DATA 
Administrators Support Personnel PK-12 Teachers 
Number 419.00 611.30 3,636.00 
Average Annual Salary $68,437.29 $30,399.92 $39,39084 
Positions Average Contract Days 226.39 197.96 190.17 
Average Daily Salary $302.30 $254.60 $208.18 
Full-tim* 419 611 5,656 
Personnel Part-time 0 1 0 
Sex 
hale 140 77 1,021 
Female 279 533 4,635 
4 Yr Bachelor's 0 13 2,787 
Certificate 5 Yr Master's 139 396 2,578 
Level 6.Yr Specialist's 217 168 213 
7 Yr Doctoral 63 53 58 
Other* 0 0 20 
Black 209 272 2,502 
Vhite 209 333 3,038 
Race/ Hispanic 1 1 48 
Ethnicity 
Asian 0 1 28 
American Indian 0 1 10 
Multiracial 0 2 10 
<1 0 21 521 
1-10 26 161 2,548 
Years 11-20 103 183 1,437 
Experience 21-30 242 203 1,006 
>30 48 42 124 
Average 22.96 17.13 11.64 
♦Includes One- end Tvo-Year Vocation*! Certificates. 
Certified Staff Pwgjw Raties 
Teacher/Administrator Ratio 
13:1 




Student Enrollment/All Teachers 
16:1 












1997-98 GEORGIA PUBLIC EDUCATION REPORT CARD 
DeKa» County Schools - 644 
h*»M«a htèorfn oreartnot at Ei«»>aoa 
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APPENDIX D (continued) 
1997-98 GEORGIA PUBLIC EDUCATION REPORT CARD 
FULTON COUNTY SCHOOLS - 660 
The Georgia Publie Education Report Cert ts designed to mat system* end schools in educational 
improvement- This report card oentauit a v-viety of de*» elements. An explanation of the terms 
is provided o* e companion to the report cerd date. Please refer to the definitions far the most 
effective use of the reported dite.  
STUDENT DATA 
Carol!moat, bf Rac*/ftkaictt« u< Sax 
Total 
Amerioan Multi- 
Black Vhite Htspanio Asian Indian raoial Male Female 
K-12 61.823 23,083 30,817 2,492 2,380 46 1 JOBS 
40.6* 49.8* 4.0* 38* 0.1* 1.6* 
31,341 30282 
31.0* 490* 
PK 973 636 197 94 32 1 13 
63.2* 202* 9.6* 3.3* 0.1* 1.3* 
318 437 
53.1* 46.9* 
Enrollment fa Salactad Programs 
Program * of Student 













»*ib Cliff bln to 
21 ,627 34.4» 
Drspaat Rata 
Itertr Pifourt 
6-12 1,068 32* 
9-12 1^44 36* 
Enroll mat fa Ctapsi PrtfttoBi 
Program » of Student 
Program brolbneat Po^diHon 
Special Education 
(Grades K-12) 6260 10.1* 
PK 299 N/A 
English to Speakers of 
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APPENDIX D (continued) 
CERTIFIED PERSONNEL DATA 
- • 1 * _ s _ . a  MMIVwlwrl Support Personnel PIC-12 Teachers 
Number 260.70 360 21 3,943.90 
Positions 
Average Annual Salary $63,578.71 $31,546.82 $39.19732 
Average Contract Dags 211.10 200.80 190.22 
Average Daily Salary $301.17 $256.72 $20607 
Full-time 225 332 3,889 
Personnel Part-time 753 322 67 
Sox Male ISO 226 710 
Female TOO 42B 3,246 
4 YT Bachelors 321 199 2,140 
Certifleate 5 Yr Masters 446 333 1,622 
Lovot 6 Yr Specialist's 165 110 155 
7 YY Doctoral 44 12 33 
Other* 0 0 6 
Black 275 174 1,050 
Raot/ 
EUntoM) 









pnNncjn matin 0 0 5 
Multiracial 0 0 0 
«1 20 39 464 
1-10 320 235 1,701 
Years 11-20 306 188 1,049 
T ïpirwDot 
21-30 261 t69 665 
>30 49 23 77 
Average 15.39 13.72 10.90 




Teaoher/Support Person Ratio 
11:1 
Teacher /Staff Ratio 
6:1 
Student Enrotkncnt/AD Teachers 
16:1 
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